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CRITICAL THINKING: IMPLICATIONS FOR TEACHING AND
TEACHERS
CONFERENCE 1891 PROCEEDINGS

Overview

The Institute for Critical Thinking at Montclair State has
sponsored a conference, Critical Thinking: Implications for Teaching
and Teachers, to help enrich the field of critical thinking through
the perspectives of scholars within a variety of academic
disciplines, and professional practitioners. The papers included
in the proceedings of this conference stand as an index of the
usefulness of such a point of view. The volume reflects the
thoughts of more than 49 authors representing some 10
academic flelds. It is divided into four sections that include
papers addressing the goals and purposes of education, general
approaches and specific techniques for teaching and learning,
and the nature of teachers’ professional knowledge. The papers
address central issues in critical thinking and focus on crucial
aspects of educational theory and practice, reflecting the many
perspectives that relate critical thinking to education- for
teachers, for students, for administrators and for the communities
that they serve. The various perspectives represented here, along
with the papers from our first three conferences, already published
as Critical Thinking: Language and Inquiry Across the Disciplines,
Critical Thinking: Focus on Social and CulturalInquiry, and Critical
Thinking: Focus on Sclence and Technology, add significant new
ideas to the field of critical thinking. In these Proceedings, the
positions presented tend away from the mainstream of critical
thinking theory, as primarily represented by the work of
philosophers, and present many new and potentially useful
points of view. What we take to be of central importance are the
offerings of many disciplines involved with critical thinking but
generally underrepresented in its literature. These various
approaches furnish standpoints that we believe deserve careful
consideration. Critical thinking, as reflected here, includes
diversity of expression, but yet identifies continuities in methods
and goals across the various disciplines.

At Montclair State, we have developed a notion of critical
thinking that has at its center a concern with judgment. We
maintain that students should see the content of the courses
within a nexus of justification and application. This requires that
students learn course content in relation to the methodological
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and suhstantive principles that support that content as
justifiable—that is, permit the judgment that the information
and procedures presented in the course have been appropriately
justified. Further, we maintain that students should be helped to
link information taught to some domain of meaningful application,
adomain which frequently extends beyond the boundaries of thie
discipline itself. Knowledge taught to undergraduates should
address the theoretic reason of the student by having the
underlying theoretic and/or empirical bases of that knowledge
made explicit. It should also speaktothe students’ practicalreason
by being related to purposes for which the knowledge has
potential significance.

Knowledge essentially tled tojudgment, we believe, isthus at
the heart of undergraduate education. But judginent, ifit isto be
acceptable, must rest appropriately on good reasons. This is the
core of critical thinking, and why it is essential to undergraduate
education. For critical thinking constitutes the ability and
willingness Lo identify and apply the set of principles that support
Judgment through the best available reasons. Such reasons, we
believe, are most often found in the canons of the various
disciplines. Canons include such a variety of basic bellefs and
principles as ethical and methodological assumptions and
practices, theories and facts that are held as unexceptionable,
and genre for the presentation of results. Such canonical principles
constitute the criterla used to support judgments of the most
responsible sort in the varfous areas of inquiry. We do not,
however, think that such principles are unchanging or are tied
to one perspective. Rather, we belleve that canons for good
judgment are to be found in all of the various forins of human
inquiry and that they have histories that enable them and require
them to change in the light of reason and practice. We maintain
that the disciplines evolve in their objects of concern and in their
conceptions of appropriate methodologies to better understand
the range of Issues and topics that are at the center of academic
and practical learning.

These disciplinary medes of inquiry reflect what is seen as
best in the current standards that govern work in the fields. But
these are not univocal, between or within flelds, nor are they
arbitrary. The disciplines, at any moment, reflect the range of
what has been deemed best. To the extent that they are critical
intheir thought, they also reflect the ongoing exploration of these
methodological and substantive canons by reflection on the
practice of the discipline itself, by interaction with and comparison
to other scholarly fields and in response to the complex universe
of application that is the common reality with which all disciplines
are concerned,
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The connection between critical thinking, judgment and
methods of inquiry of the disciplines is to be found in the analysis
of critical thinking that the Institute for Critical Thinking owes to
Matthew Lipman. Inhis analysis, critical thinking rests essentially
on the identification and use of criteria for Judgment, applied in
a fashion sensitive to context, and with a commitment to ongoing
reflection and self-correction. This notion offers a unifying focus
for critical thinking across the disciplines while recognizing the
validity of responses that reflect different criteria for application
within particular academic arenas.
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THE PLENARIES

The three plenaristsat the conference, Critical Thinking: Implications
for Teaching and Teachers offer complementary perspectives on a
central conference theme: theroleforeducators in contemporary society.
Maxine Greene’s paper, “From Thoughtfulness to Critique: The Teaching
Connection,” begins with a call for thoughtfulness: “the capacity to
reflect on the taken-for granted.” This prompts her to explore the
concept of reflection on “our lived situations.” Rather than seeing
critical tiinking as requiring a “disinterested observer,” Greene calls
for seeing “persons situated as embodiad selves in relation to others.”

This leads to the central notion of “critique.” Greene sees our
democracy to be “outofjoint,” “the speechlessness, the powerlessness,
the erosion of support systems, the mean-spiritedness, the addictions,
the sicknesses, the violenceand violations, the carelessness, the greed.”
Critique is,amongother things, “anactivity of unveiling or debunking,”
it requires that we “find some way of seeing and thinking, that may
provoke and sustain responsible action on the part of divers persons,
teachers and students.” She concludes: “We are charged, we who care
about thinking and teaching, to study that equation and keep trying to
discover what does not ‘add up’.”

The second plenary paper, “Confronting Inequality: The Mora!
Imperative for Higher Education,” by Nicholas M. Michelli, situates the
general problem that Greene raises within the context of our societies
“savage inequalities” asreflected in education. Michelli sees two recent
books, Thereareno children here: The story of two boys growing upinthe other
America, by Alex Kotlowitz, and Sawge inequalities, by Jonathan Kozol
as reminding educators their “obligation to help shape the society and
be stewards of our best hopes and aspirations.” Kozol and Koplowitz
support Michelli’s perception that the “quality of life in our urban
centers is deterjorating.” What his paper adds to the discussion is the
view that “college and universities have a moral obligation to become
involved in seeking solutions to the problems” that the authors describe.

Michelli sees theroleof higher education in redressing theinequities
of schooling as reflected in the problcms of societies and the reeds of
individuals to be warranted by three considerations: “the problems
have affected, and will affect higher education. Second, they have an
implicit moral obligation as institutions responsible for the intellectual
well-being of society to bring their intellectual strengths to bear on
society’s most pressing problems. Finally, and perhaps most
importantly, these are real people, and we cannot turn our backs on
them.”

He draws on the work of Boyer, making recommendations for
changing the culture of the university. He presents the model of the
professional development schoolin “real partnership with ninstitution




of higher education.” Finally he cites Goodlad’s call for the “simultaneous
renewal of schools and teacher education.”

The theme of social inequity continues in “Thinking is Critical,” the
final plenary paper, by Mark Weinstein, who traces a variety of senses
in whichteaching s critical. Looking at both social science methodology
and the moral imperatives that postmodernism and multi-culturalism
reflect, Weinstein traces what he takes to be essential roles for teaching
in a society that strives for “a truly radical pluralistic democracy.”

Drawing on nine different meanings for the word “critical,”
Weinsteincalls foranexpanded role for teachers in the “severe criticism”
of curriculum and in the “careful and exact evaluation” of students.
Calling for teachers to engage in “action research” and to “offer the
results of their efforts to the larger community.” His arguments are
supported by an analysis of common statistical methodology and looks
to “rich and realistic descriptions and plausible explanations” drawn
from a “focus on actual practice.”

Weinstein’s discussion then shifts to the concerns prompted by the
recent heightened awareness of diversity that reflects the “needs and
perceptions of the many constituencies-students, parentsand politicians-
that have an interest in educational practices.” Seeing the crisis in
education to be the result of the “breakdown of educational paradigms
andcharacterized by alienation, he sees the need for increasing teachers’
professional statusand perquisites in order to redirect education away
from the conservative “ideal of excellence” and towards the “liberal
ideal of equity.”

Q
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FROM THOUGHTFULNESS TO CRITIQUE: THE TEACHING
CONNECTION

Maxine Greene

John Barell, in his lovely book called Teaching for Thoughtfulness
(1991), teased me into pondering the many facetsof thoughtfulnessand
seeking connections between thoughtfulness and critique. Originally,
it was Hannah Arendt who made me recognize the centrality of
thoughtfulness to a conception of philosophy. At the beginning of The
Human Condition, she wrote in a language and in a mood that have
remained unforgettable: “What I propose...is a reconsideration of the
human condition from the vantage point of our newestexperiencesand
our most recent fears. This, obviously, is a matter of thought, and
thoughtlessness—the heedless recklessness or hopeless confusion or
complacent repetitionof ‘truths’ which have becometrivial and empty—
seems to me among the outstanding characteristics of our time. What
propose, therefore, is very simple: it is nothing more than to think what
we are doing” (1958, p. 5). Later, in the posthumous collection called
Thinking, she accounted for her preoccupation with thoughtlessness by
recalling her observations of Adolf Eichmann with his “cliche-ridden
language.” Shesaid: “Cliches, stock phrases, adherencetoconventional,
standardized codes of expression and conduct have the socially
recognized function of protecting us against reality, that is, against the
claimon our thinking attention that all events and facts make by virtue
of their existence” (1978, p. 4). She knew very well that no one can be
continuously respensible to such claims; but the trouble was with
Eichmann that he knew “of no such claim at all.”

Thoughtfulness, then, for Arendt had much to do with the capacity
to reflect back on the taken-for-granted, on stock responses, on the
merely formulaic. It had as well to with speech and action, with the
capacity tobreak throughthe wordlessand theabstractinorder to come
togei .er with others, and to bring into being all “in-between” (1958, p.
82).1t had to do witha kind of mutual recognition and, atonce, ataking
of responsibility for the world as known, the world as lived. What
Arendt said often evoked for me John Dewey’s conception of mind as
the ability to deal “conscicusly and expressly with the situations in
which we find ourselves” (1934, p. 263). That is because there seems to
be in both a grounded, active, perspectival view of thinking and of
thoughtfulness. It suggests for me a way of being in the world, of being
alive.

That is probably the reason why it connects so much with the idea
of wide-awakeness, which I have borrowed from Alfred Schutz, Albert
Camus, and Virginia Woolf—knowing well there are many more.
Camus wrote, it may be recalled, about what can happen when habits
are suddenly disrupted, when “the chain of daily gestures is broken...”
(1955, p. 12). He went on to say that “one day the ‘why’ arises and
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everything begins in that weariness tinged with amazement. ‘Begins'—
this isimportant. Weariness comes at the end of theacts of a mechanical
life, but at the same time it inaugurates the impulse of consciousness. It
awakens consciousnessand provokes whatfollows. What follows s the
gradual return into the chain or it is the definitive awakening” (p. 13).
As]read it, it is the definitive awakening to the asking of the question
(“Why?”), the being aroused to thoughtfulness. As I reread it now, it
strikes me as a description of a phenomenon towards which every
teacher yearns. How, indeed, I ask myself and continue asking myself,
how are we to disrupt the life of habit, enable the young to feel that
“weariness”’—or, if you like, the boredom many of us know too well?

And then there was Alfred Schutz, writing that by “‘wide-
awakeness’ we want to denote a plane of consciousness of highest
tension originating in an attitude of full attention to life and its
requirements. Only the performing and especially the working self is
fully interested in life and hence, wide awake. Itlives withinitsactsand
its attention is exclusively directed to carrying its project into effect, to
executing its plan. This attention is an active, not a passive one. Passive
attention is the opposite to full awakeness” (1967, p. 213). Passive
atlention, he believed, meant drowning in a sea of small perceptions
rather than what he called “gearing into the world” and trying to
change it. Saying all this, he not onrly enriched the notion of wide-
awakeness by linking it to the idea of project—the project by which a
person, ar.y person invents herself or himself; he implicitly challenged
the merely contemplative stance. Also, by extending the idea of
attentiveness to acting in and on the world, he suggested a kind of
thoughtfulness that was more than merely intellectual.

Virginia Woolf was as troubled by what she called “non-being” as
Dewey, Camus,and Schutz were by submergencein the passive and the
habitual. For her, “non-being” was like being “embedded in a kind of
nondescript rotton wool” (1976, p. 70). There were, however,
“exceptional moments,” remembered for the shocks of awareness they
brought with them that led to new awarenesses, “moments of being,”
sometimes pleasurable, sometimes not. Reaching back to her childhood
to recapture some of them, she made clear that she had experienced
what could be called awakenings to thoughtfulness each time. She
associated them with seeking an explanation for what, unexplained,
made her feel pa“sive and often injured. Itis, she wrote, “explanation”
that “blunts # _ sledge-hammer force of the blow”—the blow of what
escaped unaerstanding at the time. She went on to say that she later
found those sudden shocks welcome and valuable. “And so I go on to
suppose that the shock-receiving capacity is what makes me a writer. I
hazard the explanation thata shock isat once in my case followed by the
desire to explain it” (p. 72). It should be clear that she waslinking those
shocks not only iv the beginning of thoughtfulness, but to the creation
of her project which was writing, her way of acting in the world.

It mustbe said, as we know from her books, that her writing as well
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as her explaining were as thoughtful as they were imaginative and
perceptive. Most of us recognize that thinking, as in her case, is almost
always integrally related to projects, to modes of action, to what people
dointhe world—-whetheritis writing novels, keeping house, gardening,
driving cars, selling in a department store. We also recognize, on some
level, that people who do those tasks well do not first have to review the
skills of thinking. In other words, the efficient housekeeper, no more
than the proficient writer, does not have to think what to do before she
does it. Gilbert Ryle (a British philosopher very different from Alfred
Schutz) made the point that thinking is not “a precursor of or a
preparatory step towards our doing what we want to do; “it is an
element,and anessentialelement” in our trying todoit (1972, p.37). The
housekeeperor the gardener or (on many occasions) the writer confronts
basically practical problems. The solutions of those problems are found
in the clean, quiet house or the flowering chrysanthemums or the
publishable novel. In no case is the thinking involved prior to or
separate fromtheachieving. Itisa constitutive aspectof the dusting and
the polishing, of the seed-planting, of the shaping of language and the
creating of a world. The focus, I am suggesting, should therefore be on
efficient housecleaning, careful gardening, attentive expressing or
presenting or telling how it was, not on the thinking skills involved.

There is an obvious difference, of course, between certain of these
activities and what is called doing intellectual work. Ryle wrote that
learning to be a good mathematician or historian or chemist requires
some capacity to understand what it is to think “properly” (p. 38). That
signifies an ability to justify what is said, to give good reasons, and (I
wouldadd)avoid what Arendt called “complacent repetition of ‘truths’
which have become trivial and empty.” It seems evident that the
obligation to justify, to offer good reasons, to resist stock responses is,
as Ryle put it, internal to the kind of thinking that can be called
intellectual (p. 42). I would go further in some ways. I would put stress
upon the need for reflexivity, as well as the need to care about the
quality of one’s thinking. Again, none of this is detached from the
activity of thinking. The activity itself might be said to be an enactment
of caring, attentiveness, scrupulousness when it comes to relating to
what calis out for explanation, to the problems that come clear when, as
John Dewey said, “wedeal consciously and expressly with the situations
in which we find ourselves” (1934, p. 263).

I would stress the consciousness of situatedness in pondering
thinkingand thoughtfulness. Notonly are personssituated asembodied
selvesinrelation withothers. They areaware of their particular locations,
their perspectives, the partiality of their perceiving. If they are
encouraged to remain aware, to tell their stories on the ground of such
awareness, they will escape the artificiality, indeed the falseness of the
detached vision. Too frequently, as we well know, the idea of the
rational person is linked with a notion of a disinterested observer, if not
some ideal resembling James Joyce’s indifferent God paring his nails.
Even Gilbert Ryle warned against preoccupation with purely theoretical
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reasonsorjustifications, as he cautioned againstassuming that themain
intellectual fault against which the thinker was to be trained was “a
breach of the rules of Logic” (1972, p. 40). Maurice Merleau-Ponty,
emphasizing the importance of perception and the fact that what we
perceive “is not an ideal unity in the possession of the intellect, like a
geometrical notion... it is rather a totality open to a horizon of an
indefinite number of perspectival views whichblend with oneanother...”
(1964, p. 16). Conscious of this, we becomealso conscious of theenticing
and unending incompleteness of what is accessible to us. Perception,
said Merleau-Ponty, “summons us to the tasks of knowledge and
action” (p. 25). It moves us to thinking and to thoughtfulness.

Again, | would draw attention to the importance of the lived
situation, the ground of our perceiving. In any given situation, it must
be realized, we are both responsible and not responsible, free and
determined. Our lived situations, after all, include the stuff of our
biographies; they are affected in many ways by gender considerations,
class considerations, ethnic considerations, and at once by factors so far
below the surface of consciousness we cannot name them. Not only are
we never in full control of our situations, but the meanings we ascribe
to what we do are not always the same as the meanings others ascribe
to them. Nonetheless, it is up to us to give meaning to our lived
situations, even as we mediate what we feel to be personal through the
common, through what might be called the social. As Merleau-Ponty
put it, “If we actually reflect on our situation, we will find that the
subject, thus situated in the world and submitting to its influences, is at
the same time he who thinks the world” (p. 57). Saying that, he was
suggesting how much thinking had to do with grasping theappearances
of things, how much it had to do withacts of consciousness, interpretive
acts, and what he sometimes called “intentional analysis.” And he
talked about how important it was to combine empirical thinking or
induction with “the reflective knowledge that we can obtain from
ourselves as conscious subjects.” As | hope I can make clear after a
while, this can be viewed as essential to critical thinking and to opening
the way for what I am calling critique.

Thelanguages may bedifferent; theapproaches, definably different;
but it is interesting to me to find Matthew Lipman, discussing critical
thinking for children, consistently presenting thinking skills in the
context of children’s everyday lives (1977). It is equally interesting to
find Richard Paul talking about dialogical thinking and about the
importance of seeing things from multiple points of view (1985). Even
the psychologist Robert Sternberg writes notonly about the experiential
and about the range of occasions for critical thinking in everyday life as
well as in academic domains (1985).

Whateverthediscipline, there isa concern for live contexts, as there
is for bridging between the theoretical and the academic and lived life
or the everyday. Many would agree with John Passmore, who said that,
if the critical spirit is to be encouraged, teachers have to develop in their
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pupils “an enthusiasm for the give-and-take of critical discussion”
(1972). He had what he called “critico-creative thinking” in mind, with
the idea that “in the great traditions” imagination and criticisms are
combined (p. 33). Imagination, he suggested, can be controlled by
criticism; and criticisms, fed by imagination, can be transformed into
new ways of looking at things. In the conversations he described, “the
give-and-take of critical discussion,” both teachers and students are
called upon to display processes of critical judgment and to defend
what they say in public by producing relevant grounds. Ryle’s mention
of thinking “properly” connects with this; but, in Passmore’s treatment,
there is the likelihood that rules governing the “proper” might be
defined and redefined. For Passmore, people are capable of thinking
critically about, as distinct from simply obeying a rule.

It is probably evident that these approaches to bridging,
conversation, and justification are related to conceptions of subject
matter or content. Criticismhas no point of departure, afterall, if itisnot
linked to the buildirg up of bodies of knowledge, practical and
theoretical. In such contexts, theaware and intelligent practice of skills
and the application of rules can be encouraged. Open questions can be
confronted; open texts can be read. For me, this is most likely to happen
if students are enabled to reach out from their own places, their own
situations, with the hope of looking through the lenses provided by the
disciplines. Looking through such lenses or perspectives inaccord with
some consciousness of how such looking ought to be carried on,
students may find themselves ordering the materials of their experience
in novel ways. They may find themselves, as Merleau-Ponty said, on a
“route.” They may come to know “an experience which gradually
clarifiesitself, which gradually rectifiesitself and proceeds by dialogue
with itself and others” (1964, p. 21). He was talking, not only in terms
of opennessand new perspectives; he wasemphasizing theimportance
of “thinking throughourerrors,” of rectifying as things became gradually
clear. And he was suggesting, as [ would want to do, an interpretive
approach, a way of gaining understanding and achicving meaning
against the background of lived life.

The most telling example I can think of is in the reading of works of
literature from the point of view of what is sometimes called “reader
reception theory” (Iser, 1980; Scholes, 1989). According to this view,
meanings are not predefined, hidden in particular texts and there to be
unearthed. Whether the work is Moby Dick or Madame Bovary or Beloved
or any other, the meanings mustbe achieved throughaction on the part
of a reader. Such texts provide perspectives through which to look: four
main perspectives, writes Wolfgang Iser (1980, p. 35), those of the
narrator, the characters, the plot, and the reader. These perspectives
(Ishmael’s, say, the island men on board the Pequod, Captain Ahab'’s,
the “manicquest” of the white whale, the reader against the background
of her readings and experience) provide guidelines originating from
differentstarting points. Iser says these guidelines shadeinto eachother
and at length converge in a general meeting place which is called “the
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meaning of the text...only brought into focus if it is visualized from a
standpoint.” The standpoint and the convergence emerge during a
reading process in which the reader occupies shifting vantage pointsin
an effort to fit the different perspectives she discovers into an evolving
pattern. Iser himself sees this as an analogue for the perspectival view
I have tried to describe asa greund for critical thinking. He speaksof the
reader situated in a position from which he can assemble the meaning
towards which the perspectives of the text have guided him. The
meaning, however, is not that of an external reality, nor is it a copy of
the reader’s lived world. It is a reality brought into meaning by the
reader’s ideation or (we might well say) critical thinking. Itis through
thatactive thinking and interpretive process that the text sets off a series
of mental images, the content of which may be colored by the reader’s
own experience. It thus becomes a referential background against
which theunfamiliarcanbe conceived (p. 38). Thisnotion of unfamiliarity
is important. It discloses dimensions of experience and the lived world
obscured by the habitual and the routine. When this happens, the text
can bring about a standpoint, says Jser, “from which the reader will be
ableto view things that would never have come into focus aslongas his
own habitual dispositions were determining his orientation...” (p. 35).
It strikes me that thisis one of the purposes of teaching critical thinking:
to alter such dispositions; to overcome determinism; to allow students
to become different in a reflective way. Quite naturally, it seems to me
thatinformed encounters withliteratureand theotherarts can contribute
to attaining such ends-in-view. But it may be the case with other texts
in other ficlds of study as well; since historical, anthropological, and
even scientific texts have insome way to berewritten, asRoland Barthes
once said, “within the text of our lives” (1985, p. 98).

I am talking, of course, about the kinds of understanding that are
made possible by interpretive approaches. When such approaches are
usad, our interest is in meaning for the subject, for the one who poses the
question from her own situation in the world. Lacking the possibility of
intersubjective validation as in the case of the empirical sciences,
interpretationstillmusttake place withinadialogical atmospherein the
classroom. This includes but goes somewhat beyond what Passmore
described as the “give-and-take of critical discussion.” For Hans-Georg
Gadamer, a dialogue is “a process of two people understanding each
other. Thusitis characteristicof every true conversation thateach opens
himself to the other person, truly accepts his point of view as worthy of
consideration and gets inside the cther to such an extent that he
understands not a particular individual, but what he says” (1975, p.
347). Mikhail Bakhtin adds to that the idea that dialogue (unlike
monologue which tends to make objects of other persons) allowsfor the
recognitionof “a plurality of consciousnesses, each with itsown rights,
each with its own world...” (1984, p. 8). To become aware of this is to
become better able to look through a range of perspectives. Itis also to
see the relationship between dialogue with another person and
interpretation, which isa mode of dialogue with a text. In that mode of
dialogue, of course, one partner in the so-called conversation finds
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expression only through the other, who is the reader or the interpreter.
What seemsimportant in both dimensions is the likelihood of challenge
to fixed opinions and stock responses through the encounter, through
the coming together.

This summons up once more Hannah Arendt’s tying of
thoughtfulness and thinking to speech as well as action and to being
amrong others. In her viewing, those others have to be perceived as
beings with distinct perspectives, reaching out to bring something in
commoninto existence, what she sometimes called a “common world.”
Talking about this in relation to education, she wrote: “Educationis the
point at which we decide whether we love the world enough to assume
responsibility for it and by the same token save it from that ruin which,
except for renewal, except for the coming of the new and the young,
would be inevitable. And education, too, is where we decide whether
we love our children enough not to expel them from our world and
leave them to their own devices, nor to strike from their hands their
chance of undertaking something new, something unforeseen by us,
but to prepare them in advance for the task of renewi- 5 a common
world” (1961, p. 196). She was talking, of course, about educating for
new beginnings, for the unforeseen, even as she was reminding her
readers of continuities.

She surely saw the fundamental importance of clear and responsible
thinking, critical thinking; and sheknew very well, thirty yearsago, that
the times would be likely to be out of joint—unless, she said, human
beings “are determ:ned to intervene, to alter, to create what is new” (p.
192). And this too was involved for her in the project of “renewing a
common world.” It is this that draws me beyond what we know as
critical thinking to what may be called critique. Like most of you, I am
sure, [ am preoccupied by the degree the times are “out of joint” in this
democracy:thespeechlessness, the powerlessness, theerosion of support
systems, the mean-spiritedness, the addictions, the sicknesses, the
violence and violations, the carclessness, the greed. l am preoccupied,
too, by the slippage where a sense of oughtness is concerned. For a
moment, when the walls went down in Europe, there was alift of spirit,
as if commitments to freedom and responsibility had triumphed over
totalitarian cruelty and controls. Then there were the peculiarly hollow
sounds of cheers for the “free market”; there were the sounds of
breakage as old orders fragmented, as people took flight while others
cheered. We lived through the my stifications of the “desert war,” the
false promises of the “new world order.” We confront in our own free
market racial conflict, the dreadful spread of poverty, backlashes
against women and the poor themselves, the suffering and destitution
of children. And among students? Boredom too often, cynicism,
passivity, a peculiar ebbing of hope.

It is with all this in mind that I ponder the opening of new
perspectives on action and what Arendt called renewal. Itis with all this
in mind that I want to link what we do in schools with an authentic
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vision of the possible. I scarch for an approach to critique that leads to
choices of intervention, the making of changes, the creation of what is
new. Much that has been written about critical theory, asdefined by the
Frankfurt School some yearsago, attracts me; but, evenasitdoes, Iwant
to be wary of importing a point of view that overtakes and may in time
drown out what have been called our “local understandings” (Walzer,
1987, p. 53). Also, I am eager to identify an approach to critique or
critical theory that is consonant with my view of critical thinking,
perspectivism, and interpretation as I have tried to develop it here.

Obviously, with Arendt in ieind, I am eager to find some way of
seeing and thinking, that may indeed provoke and sustain responsible
action on the part of diverse persons, teachers and students. When I
think of an appropriate critical theory, then, I think of one directed to
cnabling persons to find out what their authentic interests are in the
world.Inasenseit may be a process of moving themtoreflect upontheir
needs and desires in order to decide whether or not existing ideologies
satisfy them and support their fulfillment. By ideology, I mean a
meshwork of beliefs, values, attitudes, and means of justification that
characterizes and may indeed rationalize the pursuits of (let us say)
bourgeois or working class culture today. We might devise situations
in which students are brought to reflect upon the connection between
their desires to possess and to consume, or their desires to manipulate
and control, or their desires to escape and to deny —and what weighs
down upon them, exerts power over them as they live their lives in a
media-dominated world. Michel Foucault’s notions of diffused power
cannot but rise up when we think this way. We know by now that, for
him, power is not exercised by someone at the top of a hierarchy; nor
does power largely work as a homogenizing force. There are
“connections,” he wrote, “cross-references, complementarities” in the
interplay of family, medicine, psychiatry, the school, and justice where
children are concerned; and this is what we have to fry to understand
(1980, p. 159). In teaching, the problem is to distance somechow, to bring
these connections into view among our students. It is only when they
come to terms with power in its various embodiments—language,
institutional practices, monuments, normalizing tendencies,
examinations—that they are likely to become recalcitrant and think
about their own thinking with regard to it. This relates for me to
Foucault’s notior. of critique as oppositional thinking, “as an activity of
unveiling or debunking” (Connerton, 1976, pp. 16-17). And he wrote:
“Thought is freedom in relation to what one does, the motion by which
onedetaches oneself fromit, establishesitas an object,and reflectsupon
it as a problem” (1984, p. 388).

This, in turn, may be related to the potential role of critical theories
emancipating persons from a kind of coercion of consciousness. It
might be self-imposed. Going back to William Blake, young people
may have to be provoked to the kind of reflexiveness that will allow
themtobreak the “mind-forged manacles” that keep them from choosing
themselves and from acting in collaboration with others to heal, to
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repair whatis wrong. Certainly, as I have tried to suggest, itis important
to acknowledge the epistemological importance of reflectiveness. It
may be equally important to work to understand what has been called
“self-formation” (Habermas, 1971), to contemplate life storics, to tell
thestories. Like a number of other thinkers today, Charles Taylor writes
that “because we cannot but orient ourselves to the good, and thus
determine our place relative to it and hence determine the direction of
our lives, we must inescapably understand our lives in narrative form,
as a ‘quest”’ (1989, P. 52).

Recapitulatingin part, Ishould also like to associate the hermeneutic
stance with the notion of critique. Atonce, I should like to distinguish—
and enable students to distinguish—between critical theories and
theoriesin the sciences, to understand what the meanings of thehuman
sciences can be. Certainly, there must be caution with relation to what
is called instrumental or technological rationality, the kind of caution
Donald Schon advises in his work when he reminds his readers of the
felt inadequacy of the original positivist understanding of science and
knowledge, and proposcs a move towards “reflection-in-action” in
situation-specific sites of practice (1983, p. 49 ff.) Schon makes it
possible, in fact, to widen our conception of critique to include intuitive
and imaginative performance, improvisationand spontaneity in practice.
For him, reflectiveness demands “the freedom to reflect, invent, and
differentiate” and challenges to prevailing knowledge structures (p.
333, p. 335). There are, in what may be a revised account of critical
thinking, connections as well to what have been called “women'’s ways
of knowing” (1986, Belenky, ctal.) centering around the part played by
knowers in the construction of knowledge—and the awareness of that
part. “By holding close to the women's experienceof voice,” say the writers,
“we have come to understand conceptions of mind that are different
from those held by individuals who find ‘the mind’s eye’ a more
appropriate metaphor for expressing their experience with the intellect.
By telling us about their voice and silences, by revealing to us how much
they could hear and learn from the ordinary and the everyday...,
women told us about their views of the world and their place in it” (p.
19). For them and for other feminist writers, and for others concerned
withdeveloping renewed approaches to critique, thereare strategies of
thinking that grow out of embeddedness in human relationships,
strategies that may be new. From a slightly different vantage point,
thereis Jane Flax proposing a “transitional” mode of thinking—founded
in psychoanalysis, feminist theories, and post-modern philosophies.
Each of these modes of thought, she says, “has anticipatory moments
that offer glimpses of a future that will not be a mere repetition of the
past. These transitional modes of thinking are both symptoms of the
state of our culture and partial, necessarily imperfect tools for
understanding it. They illuminate the problems most deeply felt within
our society and some of the roots of our helplessness to resolve that
whichmakes usmiscrable” (1990, p. 14). Herbook iscalled, significantly,
Thinking Fragments, suggesting the post-modern critique of old
"metanarratives,” enlightenment harmonies, totalities, and frameworks




in which all conflicts are resolved. As we develop, in our necessary
tension, contemporary critiques to be taught and learned in the
classroom, this too —withall itsimplications fordiversityand difference
— must be taken into account.

Wide-awakeness, situatedness, intersubjectivity, reflexiveness,
constructed knowledge, achieved meanings: these have been some of
my themes as | have struggled to move from a treatment of
thoughtfulness to a view of legitimate critique. I «poke earlier about
being careful that what we introduce as critique does not appear alien
to local understandings. Michacl Walzer, cautioning against a social
criticism that becomes detached from and distanced to the society in
which it took shape, writes that “Criticism docs not require us to step
back from socicty as a wholebut only to step away from certain sorts of
power relationships within society. It is not connection but authority
and domination from which we must distance ourselves. Marginality
is one way of establishing (or experiencing) this distance; certain sorts
of internal withdrawal provide other ways” (1987, p. 60). And then he
speaks of a critical distance measured in inches and about the social
critic who tries not to be an en’ ny even though he is ficrcely opposed
to this or that prevailing practice or arrangement. “His criticism does
not require either detachment or enmity, because he finds a warrant for
critical engagement in the idealism..of the actually existing moral
world” (p. 61). Recalling the widely questioned “descrt war” and its
public presentation, recalling the savings and loan scandals, recalling
the Clarence Thomas hearirgs on television, we cannot but reflect

ontinually on how we can develop a nccessary critique—-and enable
our students to do so—without alienating ourselves from the social
worldaround. It may be partof ourcommitment, partof our predicament
as well. Surcly, it engages us and will continue to engage us as critical
thinkers vursclves, struggling to make appropriate judgments,
struggling for mutuality, as we make sense from our situated
perspectives, as we try to live in the world. .

I want to end with a few references to a remarkable modern novel
named Accident: A Day’s News, written by Christa Wolf. The day is one
of the days shortly after the disaster at Chernobyl, when the east
German countrysidelikeother placesaround Europeis being threatened
by poisoning from the fall-out. It is also a day when the woman
narrator’s beloved brother is undergoing brain surgery. It is a world,
therefore, when technology at its most destructive is opposed to
technology in its most delicate and benevolent form. The narrator
busies herself with domestic tasks; she calls her daughter and asks her
to tell her about the children. She describes the terrible pictures surging
up in her mind: “I was once more forced to admire the way in which
everything fits together with a sleepwalker’s precision: the desire of
most people for a comfortable life, their tendency to believe the speakers
on raised platforms and the men in white coats; the addiction to
harmony and the fear of contradiction of the many seem to correspond
to the arrogance and hunger for power, the dedication to profit,
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unscrupulous inquisitiveness and self-infatuation of the few. So what
was 1t that didn’t add up in this education?” (1989, p. 17). The book is
about fusion, however, notfission. She turns to the children, to the look
of the grass, to the concreteness and beauty of the earth and the sky. She
is still outraged. She thinks of Cunrad’s “Heart of Darkness,” of greed
and violence. At the end, when she hears her brother has survived, she
says, “How diffic 1t it would be, brother, to take leave of this earth” (p.
109).

Wearecharged, we who careabout thinking and teaching, to study
that equation and keep trying to discover what does not “add up.” We
may be able to find connections that enable us to do something about
the desire to submerge in a comfortable life, the tendency to believe
blindly, the dedication to profit, even the self-infatuation of the few.
And surely we can do more than we have about loving the earth. It will
take critical consciousness, imagination, thoughtfulness of many kinds.
It will take the opening of spaces where people can come together,
where they can choose. It will take disclosures and refusals and the
shaping of new visions. It will take thinking what we are doing,
knowing there is no stopping place and that the scarch mwust continue
on.
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CONFRONTING INEQUALITY: THE MORAL IMPERATIVE
FOR HIGHER EDUCATION

Nicholas M. Michelli

The quality of life in our great urban centers is deteriorating.
Increasingly residents in those centers are losing faith in the fairness of
the society in which they live. Institutions designed to serve the
populations in our cities appear unable to cope with the task before
them. Colleges, especially public colleges, have a moral obligation to
enter the struggle for equality to make the society a better one.

Within the past year or sc, two books appeared that have had a
profound effcct on me. They helped me to crystallize my thoughts
aboutourmoralandsocial obligationsas educators. They reminded me
that we are more than part of society—an unjust society at that. They
reminded me that, as educators, we have an obligation to help shape
society and to be stewards of our best hopes and aspirations. Thebooks
are Alex Kotlowitz's There are no children here: The story of two boys
growing upin the other America(New Yoik: Doubleday,1991)and Jonathan
Kozol's Savage inequalities: Children in America’s schools (New York:
Crown, 1991). Using those books as a starting point, this paper
examines the moral obligation of colleges to participate in national
renewal, especially as it relates to interaction with the public schools.

Neither of the books are about higher education. They are not
books that are likely to be read by professors or administrators other
than those professionally interested in schools or life in our cities. That
is truly unfortunate. Notonly should they be read by anyone concerned
about education or, for that matter, about the future of society in the
United States of America, but they should be read together, because
they emphasize two interrelated dimensions of the inequalities in this
society. Kotlowitz focuses on the lives of children outside the schools
while providing us with insights into what happens when they are in
schools. Kozol primarily addresses what happens in schools—schools
in which the disparity of resources isbeyond whateven those who work
in schools are likely to realize.

They should be read by educators in colleges and universities for a
number of reasons. They describe a state of events which tear at the
fabric of society and which affect all institutions in society, including
institutions of higher education. 1argue in this paper that colleges and
universities have a moral obligation to become involved in seeking
solutions to the problems described. Our failure to do so would be a
rejection of human beings who are largely unseen and forgotten and
who deserve our attention.

If you read Kotlowitz and Kozol, you will feel the cumulative effect
of the detail, so a flavor of that detail is included here. Anyone with




responsibilities within one of our major social institutions who has an
opportunity to examine the meaning reflected in these works and who
fails to call attention to the possibility of a role for that institution, will
have failed in an important responsibility. Anyone who reads the
books as an individual and does not see meaning for himself or herself
and who doesnot feel a call to action has failed to comprehend what has
been read.

And so this is an exhortation to those of us in ivory towers to
becomedirectly involved and committed to solving the problemsin our
cities that emerge on the pages of these remarkable books. Lest you
conclude that the cause is hopeless, and will just further drain the
resources available to higher education, let me suggest a practical
reason for undertaking this effort. The cost of public assistance, the cost
of incarceration, the waste of human resources personified indrop outs
who become unproductive, and the spread of the drug culture all have
negative effects on higher education both in terms of lost students and
public resources that could be directed to higher education. Beyond
that, we have an obligation to become involved not in spite of the
obvious public distaste for real intervention, but because of it. Where
else in this society, besides in our colleges and universities, is there a
history of windmill tilting?

Kotlowitz’s work, There Are No Children Here, is by far the more
moving of the two, perhaps because it is so personal. With Kotlowitz,
wespend alittle more thantwo years—fromthe late Spring of 1987 until
September of 1989—with two young boys and their family living ini the
Henry Horner Projects in Chicago. Eight people usually live in the
Rivers family apartment—La Joe, themother, and her children Lafayette
and Pharoah, younger triplets, Timothy, Tiffany and Tammie, and two
older sons, Terence and Paul. Her daughter, La Shawn, has left. La joe
has, in a sense, lost her three older children to drugs and the attendant
crime, and so her life now focuses on the five youngest. The two boys
are 10 and 7, and the triplets are 4.

These sweet, innocent children are so surrounded by violence,
death, poverty, and unfulfilled expectations that it isamazing that they
have any dreams or hopes left, but they do. Pharoah and Lafayetteare
seen in one vignette digging in the hard ground of a mound next to the
commuter railroad tracks for snakes, in hope of finding one and taking
ithome asa pet. When they hear a train coming though, they cower in
fear, for they have heard that commuters sometimes shoot guns out the
windows of the trains withunerring accuracy at neighborhood children.
The commuters have heard the same about neighborhood children.
And, as Kotlowitz notes, for both the boys and the commuters, the
unknown was the enemy.

Thatisanimportant point, because we think we know. Many of us
grew up inornear poverty. We work in urban settings. We spend time
in urban schools. We sce the kids. We read about drugs and sudden

18

o J




death and poverty, and burned out cars and homes. Sometimes we see
evidenceof these things, and we think we know. But, asitbecomesclear
in the pages of Kotlowitz, we have no idea of the lives of children on
these streets. What can they think as they see their friends killed in the
crossfire of a drug culture? What can they think when they hear the
gunshots in the middle of the night? When the running water from a
broken bathtub is so loud that sleep is impossible? When not only on
television, but in real life, a few miles away in the Loop they see wealth
and consumption they couldn’thaveimagined? Kotlowitz reportsthat,
by the Summer of 1987, fifty-seven children had been killed in Chicago
already—some in drug wars, some in fires because firemen could not
reach apartments on the fourteenth floor, some in accidents. Early last
Fall, on a trip to Chicago, I tried to get to—or even near— the Horner
projects. I felt an overwhelming need to renew my sense of places like
that; to be closer to Lafayette and Pharoah. The projects were only
about five miles from the relatively plush downtown hotel where I
attended a conference on fund raising for college administrators. Four
taxis refused to go there. It was broad daylight.

The effect of thelife described in these pages is made clear in what
may appear to us to be ultimate hopelessness, but which for the Rivers
family probably was matter-of-fact reality. When Kotlowitz first met
Lafayette, heasked himwhat he wanted to be. Lafayette said, “If 1grow
up, I'd like to be abus driver.” Not when, butif. Kotlowitzdiscovered
that, at age ten, Lafayetie wasn’t sure he’d make it to aduithood. And
how does amother cope? La Joe, who received about $930 each month
through a combination of welfare and food stamps, began in the
Summer of 1987 to pay $80 a month for burial insurance for Lafayette,
Pharoah and the triplets. But even with this possibility of violence and
death, there is hope within the children. Kotlowitz, for example,
describes a dream Pharoah has, and in fact attributes the pleasantness
of the dream to his anticipation of participating in a spelling bee in
school:

In it, he was a grown man looking for employment,
and people down the street were calling him because
they might havea job for him. Pharoah wasso touched
by the fantasy that he remembered the smallest of
details, like the blossoming white roses he could see
from his office window and his new clothes; a starched
white shirt and blue tie with matching vest and pants,
and spanking new blac. shoes. He had indeed gotten
the job, and at work people started calling him “the
brain.” He can’t recall what kind of work the job
entailed, though he had “a big metal desk, a pencil
sharpener, a paperweight, and papersspread all over.”
He does, however, remember how good the dream
made him feel: “I started thinking about if I do be a
lawyer or something, then I'd make a better living and
my mama be outta the projects” (Kotlowitz, p. 188).
19
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Still later, Pharoah thinks about becoming a Congressman.

And what of the schools? There can be no doubt that the schools
which Kotlowitz describes are as unequal as the schools Kozol describes
with respect to material things—books, paper, film, and the like. But,
for these children, they do represent safety and security. Pharoah, for
example, exhibits the free and outgoing side of his personality seldom
seen outside of school. In the late Summer of 1987 when Chicago was
in the grips of one of its teachers’ strikes, the childrenand their mothers
hoped it would end quickly. Their joy when it finally does end, and the
children return to school, is clear. Schools, if they are to make a
difference, must provide students with vision and with abilities that
take them well beyond the traditional basic skills for which the schools
can most easily be held accountable through measurement by
standardized tests of mathematics and reading. There is little in
Kotlowitz to suggest that the schools Pharaoh and Lafayette attend
provide much more than security and comfort, along with drill and
practiceinthebasics, asimportant as that may be. One of the limitations
of the book is its emphasis on life outside schools. What little we see in
" schcols makes us want to know more so we understand better the effect
of this part of their lives. After all, children spend up to half the days of
the year inschools. For Pharoah, who seems to be quite an able student,
we find that the most exciting experience he has in school involves
competition in a spelling bee. His arduous preparation for success and
the importance he gives to the experience represent touching tributes to
his deep drive to succeed, but the focus of his efforts suggest deep
problems with the schools. No evidence is presented to show any
attempt to engage children in creative or critical thinking, to consider
the possibilities of life, or even to reflect on the trials of their own lives.
Pharoah is involved with a summer Upward Bound experience at a
local university, and we wish we could hear more about it. Pharoah
embraces the experience with “energy and verve and anticipation,”but o
we have no details of the program and its subsequent impact on his life.

Reading Kotlowitz is an emotional experience. One cannot help
but become enamoured of the people, impressed by their resilience,
embarrassed by their plight in this society, and left to wonder what
more can be done. The identification the book engenders with these
children is remarkable. I have talked to no one who has read the book
who did not feel a strong need to hold these boys in their arms, as did
I. For anyone whose interest is in schools, we can look at the places
where we work and think about the implications of Pharoah and
Lafayette’s story for them. We know that schools alone cannot solve
society’s problems. Too many times in our history it hasbeen expected
that schools would correct the pathsof urban children: help themavoid
drugs, deal with the problemof children having children, overcome the
malnutrition of poverty, redirectanger wrought of violenceand despair,
and overcome a culturally impoverished environment. The problems
run too deep and are too much within the fabric of the society to be
solved through one institution. Teachers in urban schools where we

20
[
J L



work look at their children and wonder why they fall asleep during
school—especially when the lessons are in fact engaging and fast-
paced. They would rather find socially acceptable explanations—they
stayed up too late last night watching a baseball or a basketball game
ontelevision or thelike. We can live with those explanations,and goon
to try to make a difference. The truth may be that they can’t sleep
because of broken pipes, because of fear, because of gunshots, or
because of unthinkable involvementin the drug culture. Those reasons
are harder to deal with, but the need to try to make a difference is even
more compelling. Schools remain the most accessible institution in the
urban setting, and so it is likely that they will continue to be a major
focus as the vehicle to help improve lives. Even Kotlowitz’s own
intervention with these children is primarily an effort to place themin
different, presumably better, schools. Still, there are other social
institutions that have significant impacton lives in cities. We do geta
glimpse of some of these, and while we cannot deal with all the
possibilities in this review, they are important points at which colleges
might become involved in the urban problems. Those that we read of
in Kotlowitz are the prisons and the welfare system. The prisons, seen
through the eyes of Terence, La Joe’s son, and the others who visit him,
are dehumanizing places with little evidence of any efforts to help
prepare those imprisoned for a new life. We don’t hear of any skills
programs, educational programs, or programs designed to open
alternatives for these individuals. When we see the welfare system, it
is a heartless, frightening, bureaucratic structure that takes away the
lifeline for those who depend on it, sometimes with little reason. In La
Joe’scase, an article published by Kotlowitzsuggested that her husbard
occasionally stayed at the apartment, even though he seldom did and
provided no support. Aninvestigation led to the temporary suspension
of the minimalsupport that the family depended on. College faculty do,
of course, workin such systems, but moreisneeded, especially inefforts
to make them more human.

Kozol tells us of the savage inequalities that stand in the path of
schools making a difference for kids in Chicago, in East St. Louis, in
New York, in New Jersey, in Detroit, in Washington, and in Texas. For
more than two hundred pages we encounter case after case of fiscal
inequality and of legal efforts to correct the disparity. Schoolsin old ice
rinks, schools without heat, schools with no books or maps or even
teachers, schools without athletic facilities, schools with sewer water
running through the kitchen, schools where more than half the students
drop out before graduation. It seems endless. Cumulatively, the effect
is devastating. One can hardly tell one setting from the another. To
emphasize the degree of deprivation, we frequently are exposed to the
best suburban schools, often only a few miles from the urban settings.
It is clear that when society has given up on people, even—or maybe
especially—the promise of public education as a means of preparation
for meaningful and direct participation in the larger society is denied.
In Chicago in 1988-89, years Kotlowitz writes about, we learn that the
average per pupil expenditure—one of the important measures of
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quality of schools—was $5,265 per child while in nearby suburban
districts $7,000, $8,000, and even $9,000 per child was spent. In
Camden, New Jersey the expenditure in the same year was $3,538 while
in Princeton it was $7,725.

The real thrust of Kozol’s work on inequality is on the resources.
One concludes from his accounts that we have belied both Plessy v.
Ferguson, whichfound in 1896 that separateschools were constitutionally
acceptable, so long as they were equal and Brown v. Board of Education
Topeka which found in 1954 that segregation itself was unconstitutional.
Kozol finds notonly segregated schools, but unequal segregated schools.
Of course, it is not just the schools that are segregated. It is the
communities themselves, a fact that grows out of complex factors of
employment, zoning, white flight, and discrimination. Kozol charges
that estimates that the recent administrations in Washington have
turned back social policy several decades is a vast underestimation
when we look at schools. “In public schooling” he concludes, “social
policy has been turned back aimost one hundred years.”

The descriptions of the evolution and bases for funding inequities,
while their origins are reviewed more superficially than the effects of
theinequality, are instructive. We learn, for example, that many urban
areas have so many tax exempt institutions that 30% or more of the
property is off the tax rolls. Especially disturbing, we find that in East
St. Louis, large chemical companies clearly within the geographic
boundaries of the community have managed to establish separate legal
entities to which low taxes are paid which do not enrich impoverished
nearby schools.

The history of the last decade of efforts to deal with the problems of
urban schools by trying to affect the funding pattemns is a history of
failure. Every effort to deal with the problem, it would seem, has been
turned back done way or another. In Detroit and Texas, the efforts for
establishing equitable funding have not been supported by the courts.
InNew Jersey, a promising decision seems to have been overturned by
the political will of the people. In that instance, the court found in the
case of Abbot v. Burke that school funding in New Jersey was indeed
discriminatory. Anticipating the outcome, Governor Jim Florio’s
administration succeeded in securing passage of the “Quality Education
Act” intended in part to overcome the disparity, and, through new
taxes, add some new money to education. When it became clear that
some wealthier school districts would lose funding to children in
Newark and Camden, the political outcry was so strong, that before it
was even put in place, the bill was amended to minimize the
redistribution. Subsequently, in November of 1991, the citizens of New
Jersey swept in a legislature dominated by the opposition party, which
claims a mandate to reconsider both the Quality Education Act and the
taxes that funded it. Confronting inequality is obviously not a popular
pastime. One wonders if it might have been different if every one
involved had spent some time with Lafayette and Pharoah, or at least
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read Kotlowitz’s book.

But what if schools had more resources? Kozol does not give us
enough of a flavor of life in these underfunded schools to have a real
sense of what must be changed. More insight into the interactions
within theclassrooms, offices, and hallwaysrather than an emphasison
the fact that the schools have fewer resources would have perhaps
given a better sense of the effects of the disparity. Some of the scenesin
the schools Kozol takes us to, however, cannot help but convey the
degree to which these places have the potential to remove hope and to
dehumanize, not unlike the prisons in Chicago. One young manin East
St. Louis, who has concluded that Martin Luther King died in vain,
urges Kozol to visit the bathrooms. He reports, “Four of the six toilets
do not work. The toilet stalls, which are eaten away by red and brown
corrosion, have no doors. The toilets have no seats. One has a rotted
wooden stump. There is no paper towels and no soap. Near the door
there isa loop of wire withan empty toilet-paper roll.” Kids must notice
that, even in this most personal and basic area, with implications for
cleanliness and health, self-worth, and privacy, whoever equipped the
schools didn’t really care. The title, Savage Inequalities may have many
meanings. Certainlyitcan,and does, mean thatthe inequalities in these
schools are savage. It also means that the segment of society that
permits schools like these to exist is itself savage. Does it also reflect
how society views these children in schools, perhaps as savages who
don’t deserve more? Have we given up on the democratic principles
underlying equal opportunity?

And so, in light of Kozol and Kotlowitz, what can the colleges do?
Given the fiscal difficulties faced inmost institutions of higher education,
and the clear message from the voters in many states suggesting an
unwillingness to suffer any personal painin secking a solution, one can
hear the choruses across the campus saying, “It's not our problem. We
don’tdeal with public schools—only those foolsin collegesof education
do that. Our college has nothing to do with preparing teachers. That’s
a college of education function.” Furthermore, we often hear grousing
in universities about the quality of their own students, and it is much
easier and self-satisfying to blame the schools, teachers, and teacher
educators rather than roll up our sleeves and really get involved. And
so, why should we? Maybe an even harder question, assuming that we
should, is what can we do?

At least three reasons why colleges and universities must make a
commitment to these problems were suggested earlier. The problems
aretearingatthefabricof society, and, since universitiesare institutions
in that society, the problems have affected and will affect higher
education. Second, they haveanimplicit moral obligationasinstitutions
responsible for the intellectual well-being of society to bring them
intellectual strengths to bear on society’s most pressing problems.
Finally, and perhaps most importantly, these are real people, and we
cannot turn our backs on them.
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What can we do? First, the culture of the university must begin to
change along the lines suggested in Boyer’s Scholarship Reconsidered so
that service of a meaningful kind—especially when it adds to our
knowledgeand understanding of the society—counts withinthereward
structure of our institutions. The absence of that condition has not
prevented caring faculty from becoming involved in important social
issues, and our social scientists must turn again to the problems of
employment, the drug culture, equal rights, housing, and the like. It
is necessary that actions along these lines become the coin of the realm
especially for our young and soon-to-be hired faculty. Changing
expectations sothatfaculty areencouraged tobecome activebychanging
the reward structure will be a difficult step. It will be difficult because
the changesinvolvealtering deep seated traditional status issuesrelated
to various kinds of scholarly /service activities. But the time to make the
changesin thereward structure wasnever better thanitisnow, with the
likelihood of massive retirements bringing in new members of the
college community who could become involved in efforts that will lead
to real improvements in society.

This fundamental changein our expectations for faculty is necessary
because we need far broader involvement, and in fact we need to make
such involvement the expected behavior of faculty, especially for those
institutions fortunate enough to be in close proximity to an urban
center. Theinvolvement needs to be from faculty across the institution.
In addition to faculty in such departments as sociology helping to
intervene in the drug culture, the welfare system and criminal justice
system, we need anthropologists and others to help us understand the
values that operate in the sub-cultures that are destructivein cities. We
need artists, writers, dramatists, to involve usin these conflicting values
and to helpreshape theaestheticsof thecity. Inaddition to environmental
scientists who can help document the need for improvements in the
quality of the physical environment, we need technologists to help
preserve some of the historic beauty thatislost each year to decay. We
need faculty from schools of business administration to work with
small businesses to help insure their success so that employment
opportunities are maintained and increased. We need all faculty to
consider how their own professional interests interact with the needs
and interests of those taking leadership roles in improving the quality
of life in our cities.

Aside from the current reward structure in our colleges, other
factors mitigate against this kind of involvement. One is the fear that
outside expertise is not wanted in our urban centers. Given the
response | have scen to those faculty who seek to work in the schools—
an overwhelmingly positive, welcoming response—I believe that our
faculty will be welcomed in their efforts, but there are indeed somerisks
to go along with the enormous promise. The risks have to do with
putting ourselves on the line. College faculty are viewed in this society
as being theorists with esoteric interests that have little to do with
reality. Itis likely that we will confront prejudices along these linesand
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expectations that this stereotype is true. We must be willing to show
that we can make a difference in the real world. The benefit of success
in such involvement include not only the obvious satisfaction from
helping solve this destructive set of problems, but also the possibility of
increasing public support for our work. With something like three-
quarters of the citizenry never having graduated from college, it is
amazing that they understand what we do well enough to furnish us
with the kind of support we have had. Imagine the support if a national
effort to solve some of these pervasive problems has some success.

Second, the easiest point of access into the urban culture is through
the schools, and the schools themselves can and must do more even
before the resources they need to achieve parity with the schools our
children probably attend are available. One promising model to be
explored is the professional development school (PDS) established ina
real partnership with an institution of higher education. A professional
development school has at least these four characteristics.

1. A PDS is an exemplary school or a school with exemplary
programs.

2. A PDS promotes inquiry among its faculty.

3. A PDS attends to both the pre-service and in-service
development of teachers.

4. A PDS has developed a collaborative relationship with a
college or university.

Each of these characteristics requires some expansion and further
definition.

1. A PDS is an exemplary school or a school with exemplary
programs. This characteristic suggests a number of questions.
Exemplaryinevery respect, orinsome specific respects? Who determines
in which respects the school is exemplary? Who determines that the
schoolisinfactexemplary? Itis proposed thatto meet this characteristic,
a school that aspires to be a Professional Development School must
define clearly the waysin whichit purports to be exemplary. AllPDS’s
would, of course, limit their claim to being exemplary to the gradelevels
included, thatis, they could be an exemplary elementary, middle, high
school, or whatever the grade Jevel mission might be. A PDS might
define itself more specifically in terms of the kinds of students served,
for example as an exemplary urban middle school. A PDS could limit
the definition to specific subject areas, for example exemplary in
mathematics and science instruction or in social studies instruction.
Once identified, it is incumbent upon the responsible parties in the
school to explain the basis for claiming status as an exemplar. This
could be doneina statement that cites the basis for determining criteria
for exemplary status and then provides evidence that the criteria
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identified are met.

In this way, the responsibility for claiming exemplary status rests
with the school, but clearly an outsider could examine the grounds
upon which the claim is made.

2. A PDS pzomotes inquiry among its faculty. In many schools,
faculty are isolated and do not discuss issues of substance relevant to
educational purposes and practices. In a Professional Development
School, inquiry among the faculty about best practiceand the principles
upon which these practices are based is a characteristic. In effect, the
school becomes a “community of inquiry” in which questioning and
examination of practice become the norm.

3. A PDS attends to beth the pre-service and in-service
development of teachers. While some PDS’s may haveas their primary
mission the in-service preparation of teachers while undertaking pre-
service preparation, and others may have as their primary mission the
pre-service preparation of teachers while undertaking in-service work,
both are found in PDS’s. This is necessary because the renewal of the
schools and the renewal of teacher education are linked together, and
mustbesimultancously undertaken. Professional Development Schools
provide one of the vehicles for such renewal.

4. A PDS has developed a collaborative relationship with a
college oruniversity. A guiding principle ofa Professional Development
School is that a relationship exists with a college or university which is
based upon mutual trustand respect, and isseenas mutually beneficial.
One model involves the appointment of key PDS staff to the college’s
clinical faculty, while college faculty engage in teaching and interactive
work within the school on a regular and sustained basis, including an
on-site college coordinator. Clearly defined roles in the policy setting
and governance of the school should be part of the collaborative
arrangement. Such schools usually have three characteristics: they are
model schools, they are places where future teachers study, and they
are places where practicing teachers learn new strategies. In making
them model schools, the expertise of the entire college community is
needed. Artists must help to provide real aesthetic experiences.
Historians must be willing to help teach students history. Scientists
must be willing to roll up their sleeves and work in science programs in
these schools, Education professors must find ways to help urban
districts conceptualize improved schools, finance such schools, bring
their expertise to bear on its curriculum to change its focus from basic
skills to issues of critical and creative thinking, and be certain that
students seeking to be teachers are considering urban schools. Further,
they must join in the renewal of the teachers,administrators, and other
staff members already in the urban districts. In the New Jersey Quality
Education Act there is a provision giving broad dispensation to urban
schools from limiting regulations so there can be no excuses. Biology
professors, for example, cannot be barred from working with an inner-




city class because they are not certified. If there is a belief that they can
contribute, they are welcome. Partnerships to foster these school must
be university-wide commitments, with presidents and provosts at the
lead. Artsand science faculty, education faculty and others must join
intrue partnership to make themwork. There areexamplesof successes.
But we must care enough to take real risks to make the idea work.

Can professional development schools work in urban areas? They
can,and are. New Jersey, for example, has opened its first professional
development school, the Harold A. Wilson Middle School for
Professional Developmentas a partnership between the Newark Board
of Education, the Newark Teachers’ Union and Montclair State College.
Thismiddle schoolis devoted to the simultaneous renewal of schooling
and the education of educators. Teachers from other Newark Schools
spend five week mini-sabbaticals studying with some of Newark’s
most effective teachers, staff developers and Montclair State College
faculty. Ome of the themes of the development program is critical
thinking, and a number of the resident teachersand coordinatorsin that
school have attended workshopson critical thinking through programs
sponsored by the Institute for Critical Thinking. The school is in facta
neighborhood school, located in one of the most impacted areas of the
city, where the lives of children are not unlike thelives of Lafayettcand
Pharoah. Theconception ofa schooldevoted toevoking professionalism
among teachers, to promoting professional inquiry, toinducting teachers
into the professionin examplary settings is excitingand promisingand
needs to be encouraged across the nation, especially in urban settings.

Third, there is tcacher education. The potential for what John
Goodlad has called the simultaneous renewal of schools and teacher
education is very real. Forone thing, there will be enormous turnover
in the teaching force within the next decade, but what will the new
teachers we prepare look like? We need now to undertake a renewal of
our teacher education programs along the lines Goodlad suggests in
Teachers for Our Nation’s Schools (Jossey Bass: San Francisco, 1990).
First, we must be certain that those responsible for the education of
educators understand what is possible for schools in a political
democracy. We must be sure that we haven’t given up, and that we
know what real change is possible. Next, teacher education must
become a university-wide responsibility. The bulk of the education of
all new teachers is in the hands of our arts and science faculty. The
quality of that instruction is critical. It must be instruction that leads to
and models critical thinking and problem solving that, as Goodlad
suggests, enables students to enter the human conversation. We need
to overcome the “prestige deprivation” endemic in teacher education.
Theelitist perspective that dismissesthe importance of teachereducation,
along with teaching and teachers, seems to grow from deep disrespect
for the schools in which our students are educated, and extends to
denegrating the choice to become a teacher, especially when it is made
by our best students. We need to prepare students to be stewards of the
schools, as Goodlad says. Good teachers cannot quietly accept the
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inequality that surrounds them. They need to understand what is
possible in schools, to speak out, to seize control. Here too, thereisa
clear, direct role for college faculty. We have the perspective that can
help teachers understand the inequalities that surround themand that
become so pervasive as to be invisible. Many urban teachers have
limited perspectives, their reference point for excellence often being the
schools theirown childrenattend. To truly become asteward of the best
practices, our teachers need to broaden their perspectives, a process in
which college faculty can be enormously helpful. In Kozol’s work, a
courageous high school English teacher in Paterson New Jersey, Alfred
Weiss, speaks out about the substitution of basic skills for literature,
about the incongruity of a principal with a bull horn, about the failure
of the bureaucrats to meet the real needs of students. Al Weiss speaks
as a steward of the school in which he works, but we need many, many
more like him, and we need to support hisefforts inevery way possible.
Opportunities for colleges and schools to join together to help promote
effective decision making among teachers and a commitment to the
stewardship of best practice are increasing even in the face of budget
crises. But renewing teacher education, important as that is, is not
enough to renew urban schools, because 5o few of our best graduatesin
teacher cducation seck to work in those schools. A two-pronged
approach is needed. On the one hand, we need to dramatically increase
the number of minority students in our teacher education programs,
not only because their historic absence speaks to discrimination, but
because the role models they represent are critically needed in urban
schools. On the other hand, we nced to provide positive urban
experiences for our majority teacher education students so they can
make an informed choice about teaching in an urban school, not one as
distant fromreality asthe fears of thecommuters riding fromdowntown
Chicago past Lafayette and Pharoah.

Taken together, Kotlowitz and Kozol leave the reader exhausted,
depressed, disgusted, but, hopefully, more ready to take responsibility
and action than ever before. A popularsong, recently sung by a young
African American woman, Schamika Grant, at an eighth grade
graduation in Newark includes thisline, “Give me one momentin time,
when I'm more than I thought I could be, when all of my dreams are a
heart beat away and the answers are all up to me.” (“One Moment in
Time.” Albert Hammond and John Bettis Music, 1987, 1988.) We must
not forget that until this nationis truly a social and political democracy,
the answers are not all up to the children graduating from urban
schools, or struggling to even reach the point of graduation. The
answers are up to us all, and every stakeholder in the future of this
nation, especially those with power like faculty and administrators in
highereducation, haveanenormousobligationand opportunity. There
may be only one moment in time left for us to assume the moral
responsibility to confront inequality and seck to make a difference.
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TEACHING IS CRITICAL

Mark Weinstein

This paperbegan asa title. The ambiguity of the phrase seduced me
by its possibilities. This created a problem. The title set a theme, and by
its “cleverness,” a tone. The task the title defined proved tobe daunting.
The wealth of possibilities blocked my first attemipts to focus the paper
on particular issues. How was I to deal with the title’s ambiguity? What
aspects of its many meanings and connotations would I choose? What
connections would Iexhibit? Whatinsights would the various meanings
support? Indesperation, I traced the ambiguity tcitssource; llooked up
“critical” in a dictionary. I found far more than I bargained for.

The word “critical” is given nine entrics in the American Heritage
Dictionary:

1. Inclined to judge severely and adversely. 2.
Characterized by careful and exact evaluation and
judgment: a critical reading. 3. Of, pertaining to, or
characteristic of critics or criticism: critical writings on
Milton. 4. Forming or having the nature of a crisis;
crucial: a critical point in the campaign. 5. Designating
materials and products essential to a condition or
project but in short supply. 6. Med. Of or pertaining to
a crisis. 7. Math. Of or pertaining to a pointat which a
curve hasamaximum, minimum, or point of inflection.
8. Chem. & Physics. Of or periaining to a condition
causing an abrupt change in a quality, property, or
phenomenon. 9. Of sufficient mass to sustain a nuclear
chain reaction.*

* The American Heritage Dictionary, Second College Edition. Boston: Houghton
Mifflin, 1985.

The entries reflect both ordinary and technical uses of the term.
They are equally provocative. The ordinary uses of the term, not
unexpectedly, point to issues and insights central to recent discussions
of education, and particularly to the concerns of those who identify
themselves as part of the critica! thinking movement. The technical
uscs, although tied to particular contexts and fields, do so as well. They
furnish metaphors that enlarye the discussion, by making additional
dimensionsof educational theory and practiceappear. How toorganize
this wealth of possibilities. Failing inspiration, I turn to a mechanical
solution.

What I will dointhe followingis use the definiticnasan organizing
framework. First I cite each entry in turn. Each prompts an open
question: Teaching is critical, in this sense, in what regards? The various
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questions suggest likely answers. The answers indicate options. For
each dictionary entry I will choose only one, what I take as the most
significant option that the entry indicates. My choice of options yields
why I take teaching to be critical; yet there is something arbitrary inmy
practice. TheoptionIchose reflects my own sense of the mostsignificant
issues that the various entries illuminate. I will try to indicate, briefly,
why I pick the particular ones that I do, but do not discuss the options
not selected. No doubt, the choices reflect my commitment to critical
thinking. I will not, however, attempt to trace out an underlying theory,
if indeed one exists — hoping irstead that whatever coherence my
intuitions have will appear as ] articulate my choices. For those familiar
with the analysis of critical thinking most used at the Institute for
Critical Thinking — critical thinking is skillful, responsible thinking,
conducive to judgment, that relies on criteria, is self-correcting, and is
sensitive to context — my focus is more on context than on criteria.

Besides critical thinking, there is another underlying current in my
thoughts. I have a deep and abiding confidence in the professional
capacities of teachers. This comes, mainly, from more than a decade cf
work with practicing teachers. It may be no more than a prejudice, but
it reflects my experiences working with teachers and the respect [ have
for their wisdom. I have, perhaps, an even greater regard for their
humanity. Teachers, it seems safe to say, love their pupils. Even with
burnout, even with frustration and cynicism, teachershave deep personal
commitment to their students. Greatest, perhaps, in the lower grades,
wherein teachers sce themselves as obliged to address the intrinsic
| worth of their pupils —the capacities that children bring to the schools.
| As significant in the upper grades, teachers feel impelled to save their
students from society and themselves. Given this much by way of
introduction, I turn to the particulars.

Teaching is critical in the sense of:

1. Inclined to judge severely and adversely.

In what sense is this plausible? In particular: what should be the
object of our severe criticism? The following seems a plausible list of
pos-ibilities: students; teachers; curriculum; schools; educational
objecives; and social policy and institutions. I chose curriculum.

Each of the items listed as possibilities have, at times, been the
subject of severe criticism. But the point here is not merely what
deserves severe criticism, but rather, which of these does our concern
with teaching involve? The point of severe criticism is to identify
serious failings. This requires more than a casual relationship to that
which is criticized. If the severe critic is to be seen as helpful, he or she
must be in a position of authority, in respect to the object criticized.
Severe criticism should reflect special understanding and willingness
to engageinconstructive remediation. My choice for the object of severe
criticism from the perspective of teaching is curriculum.




Recent decades have seen curriculum move from the hands of
teachers and into the control of professional curriculum developers.
This reflected the belief that special expertise was required to dcvclop
curriculum, expertise available from psychologists who studied learning
and from the most know:edgeable members of the various fields.
Teachers were then seen asinstrumentalities for delivering set curricula,
and thus were trained in general strategies appropriate to teaching at
particular levels. This in my view is a catastrophe, resulting in the
deprofessionalization of teachers and theloss of much that was valuable
inschooling. Breaking the connection between teachersand curriculum
has resulted in teachers whose expertise is devalued, and whose
experienceisnolongeraneffectiveforcein curriculumdecision making.
It has kept teachers from focusing on what they see as most significant
for their students in the disciplines they teach, and from responding
withappropriate flexibility to the particular needs of individual students
and classes. How can this be changed?

Teachers must stop being passive in the face of curriculum. They
must make their experiences known, for it is only their experience that
can validate the effectiveness of curriculuminthe varying and changing
contexts of actual classrooms. Teachers must share their insights with
other teachers and come to an infermed understanding of what works
in which contexts. They must reserve the right to modify curriculum
materials. They must be included in the curriculum decision process.

My recommendation reflects the particularity of educational
contexts. Nooverarching theory of lcarning can account for the vagaries
of teaching in the enormous variety of actual educational contexts.
Theories of learning have been statistically driven, either reflecting
analyses of large populations, or restricted experimental or quasi-
experimental studies. Statistical analysis sees the effect of a particular
variable in varying contexts, by showing effects that stand out against
the background of theinnumerable variables that cannot beconsidered.
This may indicate tendencies, but does notaccount for actual situations
where the interaction of local variables change the contour of teaching
and learning. Itis teachers who have the relevant professional experience
within such interactive multi-variate situations. This experience is
holistic; variables are not isolated, whether through design or through
analysis. Nevertheless, variables can be identified and the interactions
monitored intheshifting realities day-to-day. Thisrequires professional
judgment: secing a complex situation through an informed
understanding that identifies many of the salient variables, monitors
their interaction, and is always sensitive to the new and surprising.
Suchjudgment growsoutoflived experience; it is thestuff of professional
expertise. It relies on ambiguous factors, on informed and selective
perceptions, onmonitoring effectsinnatural settings, on settingupand
assessing innumerablefeed-back loops, on offering tentativeand holistic
evaluations, and on establishing criteria, and modifying them as the
case requires. It is on the basis of tcachers’ experience that curriculum
recommendations ought to be assessed.
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2, Characterized by caveful and exact evaluation and judgment: acritical
reading.

What sort of exact evaluations is teaching critical for? Again, a
similarlist of possible candidates recommendsitself: students; teachers;
curricula and methods; school systems; educational objectives; and
society (families, religions, government). I chose students. My sense is
that teachers are best situated to furnish the careful evaluations of
students thatis at the heart of educational assessment. It is the expertise
of teachers, serving as a complement to that of educational testers, that
is lacking in the exact evaluation of students.

This claim goes against the tradition that sees exact evaluation as
requiring expertise in testing, and the employment of standardized
instruments. Testing through the application of standardized tests to
large populationshas the ad vantage of showing tendencies. Asindicated
above, statistical analysis of student performances permits particular
variables to stand out against the background of complex situations
that may have little in common, other than the variable operationally
defined through theuniformapplicationofa standardized instruments.
But such testing, although indicative of some things, leaves others
obscure. In particular, it fails to inform about complexes of variables in
interaction. And itisthislatter thatcharacterizesreal learning. Individual
students’ performances reflect particular and unique complexes of
factors, any one of which may influence learning to some degree within
the context of the interacting others. An image of such a complex
interaction is obscured by standardized tests, where the large numbers
of subjects permit the tendency exhibited by the population at large to
swamp the effect of cor ounding variables. But, it is just such
confounding variables that are characteristic of individual learners in
real contexts.

Tounderstand thecomplexthat constitutesreal learning, individuals
must belooked at within realistic settings, and the tendenciesindicated
by standardized testing checked for their applicability to cases of
particular sorts. This requires that teachers look at the effect of teaching
onindividuals by assessing the many variables in combination thatare
reflected inreal school tasks. This callsforanew approach to assessment.
Teachers must be helped to apply essentially qualitative research
techniques and multi-factor assessment strategies to their students, so
that realistic assessment of teaching effectiveness will result. Careful
and exact evaluation must no longer be limited to statistical techniques
thatisolate variablesand disregard context.Instead, evaluationstrategies
that describe complex realities must be developed and refined so that
the actual complex of factors that determine the varied learning of
students can be identified and used to inform practice.

Muct work of this sort has been begun. It is beginning to be
increasi. ~ly apparent in the professional literature. But it is still the
exception, ratherthan the rule. Therole of teachersin student assessment
requires additional considerations to be addressed. In particular,
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teachers’intellectual effortshave to besupported and valorized. Teachers
must be given professional tasks and respected as professionals. This
leads us to the next entries and broadens our focus on social science
methodology to include more encompassing social concerns.

3. Of, pertaining to, or characteristic of critics or criticism: critical
writings on Milton.

What sort of critical writing should be the result of teaching?
Possibilities include: technical essays; popular essays; textbooks;
curriculum materials; descriptions of projects; educational manifestos;
and social policies. All of these are relevant, and all are possible. What
seems crucial, at this point, is descriptions of projects.

If teachers are to earn the respect they deserve, their practice must
form the basis for the assessment of their accomplishments. This
requires that teachers report on the results of their practice. Teachers
must engage in “action research,” and offer the results of their efforts to
thelarger community. Teachers mustdocument their practice insupport
of their curricular choices and in 1 ‘sponse to their careful estimation of
student outcomes. If | am correct i my earlier choices, the evidence for
curricular practices in light of student achievement must be prescnted
in the full complexity and particularity of the situations within which
they occur. Teachers must increasingly offer theeducational community
the complex multi-variate situations within which their practices bear
fruit. Education literature should increasingly reflect the particulars,
and be less concerned with the presentation of generalizations codified
as universal maxims. The apparent simplicity of ger.cralized strategies
and uniform curriculum mustgive way to theexhibitionof the particular
interactions of many variables as they interact in relatively unique
settings.

Educators have been swamped with statistical analyses for decad 2s.
Although each study preiends towards generality, the result has been
more divergence than convergence. Despite the use of sophisticated
designs, experimental results in education offer no single image of the
field. The picture that has resulted from decades of experimental study
points to a methodological confusion. If my discussion so far seems
plausible, the confusionisapparent. Thecomplexsituationsthat teaching
involves confuses theeffectsof particular variablesin particular contexts.
Although statistically significant trends may appear as the result of
standardized testing and other large scale measures, there is no reason
to think that these trends will characterize particular instructional
situations where the interaction of many variablesismoreeducationally
significant then the variables that stand outas statistically significantin
studies where the interaction of complexes is swamped by statistical
effects. The confusion is between knowledge of trends and applications
in cases. Thus we are faced with a welter of conflicting results. This is
of more than epistemological significance, it has ethical consequences
as well.

In domains where aggregate value compensates for individual




loss, life insurarce most typically, statistical analysis of trends is a
perfect decision making method. In domains where the application to
individual cases is paramount, where success and failure in cases can
notbecompensated forelsewhere, statistical analysisis atbest suggestive.
What works in general is no surrogate for what works in particular. We
cannot accept failing here because we succeed elsewhere. Education is
notanaggregate value;its valueisfor particularindividualsin particular
settings. We cannot justity employing strategies because they are
generally effective in contexts where the particulars cause them to fail.
Thus, if educational research is to be relevant to teaching practice, it
must move towards the analysis of complex situations, using
methodology appropriate to the description of complex interactions,
rather than methodologies that abstract from complexes to highlight
variables that are statistically significant on a large scale.

Teachers must be educated and supported in performing such,
essentially, qualitative research. Such research may use statistics as a
secondary tool, but its primary methed is qualitative analysis case
studies of actual practice. Given a body of qualitative research that
yields approximate numbers, meta-analysis may yield interesting
possible generalizations. But, what is needed now is focus on the actual
descriptions of the concrete realities that constitute teaching. These are
descriptions that teachers must be helped to make. They are complex,
narrative and longitudinal. They focus on the particular as
exemplifications, and are necessarily tied to the exceptional and to the
anomalous. Teachers must learn to be comfortable with heuristics
rather than algorithms, must trace the range of particular variability,
andbe unceasingly onguard against hasty generalizationsand specious
universal claims.

4. Forming or having the nature of a crisis; crucial:acritical point in the
campaign,

What constitutes the crisis in teaching? Is it the failure to achieve
results such as a competitive workforce; the exclusion of groups; the
breakdown of educational paradigms; or the inability to respond to
social change? All of these are reflect educational disarray. But, what
seems to me to be most crucial is the breakdown of educational

paradigms.

Education is exceptionally responsive to social currents, and the
diversity of society’s participants has placed increasingdemands on the
educator to better reflect the needs and perceptions of the many
constituencies, students, parents and politicians that have aninterest in
educational practices. In addition, deep theoretic currents support the
social trends thatemphasize difference. Feminism, most obviously, but
post-modernism and various ethnocentrisms have called into question
the hegemony of perspective and values that characterized education
until recently. Building upon both radical and reformist tendencies in
education, recent theoretical work has called for rethinking what is to
be included in the curriculum and therole of education, heretofore scen
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mainly in termsof social reproduction,and the development of students
initiated into a unitary framework of values, attitudes and beliefs.

Thebreakdown of uniformand hegemonicparadigms foreducation
raises a host of problems that isat the center of educational controversy.
No longer able to rely on traditional curricula that silence many of the
voices that make up our culture, educators are faced with a welter of
options that tend towards particularism and relativism. The old
paradigm of social uniformity, parading as universalism, must be
replaced by a paradigm that valorizes the many and varying
contributionsof individualsand groups, but yetresists the fragmentation
of learning that would cloak it with the appearance of arbitrariness. A
unifying mosaic must replace hegemonic uniformity that ignores the
many facets of contemporary and historical society. How to build such
a unifying mosaic is the most pressing question facing education today.

My recommendation seesa greater role for teachers. Teachers must
be helped to perform essential intellectual roles. They must reflect their
best professional sense of what particular educational contexts require.
This requires that teacher education and the professional contexts that
teachers inhabit reflect the needs of teachers’ active professional
engagement. Such a new paradigm of education with teachers at the
core is based on the centrality of particularity. It, therefore, sees an
active role for all those who reflect the complex educational realities in
particular contexts. Thus, teachers must reach out to parents and other
interested members of the community. Liaisons with institutions of
higher education that jointly renew teacher education programs are
called for as well. Finally, administrators must join with teachers to
address the problems of instructional design. The school manager must
give way to the instructional leader, and administrator who facilitates
and coordinates teachers’ efforts in light of community concerns.

5. Designating materials and products essential to a condition or
project but in short supply.

Whatis in shortsupply? Intermsof teaching, isit money; appropriate
techniques; well-prepared students; supportive families; government
regulations; or professional statusand perquisites? [ chose professional
status and perquisites.

Although all of the other elements have been at varying degrees of
short supply during the recent history of education, nothing seems
lacking as much as professional status and the perquisites such status
implies. As mentioned earlier the attemptto “professionalize” education
by relying on experts to the exclusion of classroom teachers, resulted in
the chimera of the “teacher-proof” curriculum, as well as a shift in the
balance between teachers and administrators, teachers and parents,
and ultimately, teachersand students. The authority that waslost when
teachers were removed from the center of professional decision making
has had negative consequences for the effectiveness of teachers, and
from there, the effectiveness of education.
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If teachers are to regain their role at the center of educational
process their profcssional status must be improved. This includes, but
is not limited to, the availability of professional education, an
environment that is open to teachers’ suggestions and expertise, ample
opportunities for professional interaction among teachers, and forums
through which teachers views can be published and afforded
professional scrutiny.

Needless to say perquisites such as ample time for professional
interaction and curriculum development will involve added costs in
education, as well the cost of professional education. Nevertheless, if
professional growth is seen as necessary, such costs must be borne. But,
it is not the money that isin short supply. Rather it is the political will
that would reflect the status of teachers who are owed their due as
professionals.

6. Med. Of or pertaining to a crisis.
What are the symptoms of the systemin crisis: dropouts; alienation;
apathy; political pressures; multi-culturalism? I chose alienation.

What threatens education most is the sense of many that it is
irrelevant to their own growth, that is at most an expedient that speaks
to instrumental needs, and at worst a meaningless ritual that must be
tolerated. Such alienation is not limited to students; it is reflected in
teacher “burn out” and inadministrators who see themselvesasbuilding
managers rather than as instructional leaders.

Alienation from education can only be addressed if the essential
social role of education is rezonfigured in light of the most profound
needsof contemporary society. These Iseetobe the increasingavailability
of political and economic opportunity for all citizens, and access to the
most productivelife that such opportunity provides. This requires that
all who participate in education move beyond the mere instrumental
goals of training and social conformity, and begin to address the deep
human quagmire that inequality and exclusion has generated.

Itisnotuncontroversial to place education at the center of the social
maelstrom. Education, itisfrequently argued, cannotbe held responsible
for curing all of the ills of society. That is true, but yet education, as
constituted by legislation that requires integration, is uniquely situated
to open the experiences of each to all. If teaching draws upon the lived
experiences of students and relates these to the larger issues of human
beings, studentscanseereflectionsof their livesin the lives of others, see
connections between themselves and ** “ise that they see as other, can
see possibilities for personal growth and for community.

7. Math. Of or pertaining to a point at which a curve has a maximum,
minimum, or point of inflection.
Where arc we on the curve? Where is the “turning point”? I sce the
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educational system as having reached a point at which it is most
susceptible to redirection. Education has been governed by two
competing intuitions. The first is the conservative ideal of excellence;
the second the liberal ideal of inclusion. The former has resulted in
education setting hurdles against which individuals are to be judged.
The best were awarded with inclusion as the leaders of society; the
remainder tracked into roles for which education was not needed and
for which social rewards were comparatively meager. Against thisis an
ideal that sees social decisions as requiring the greatest participation
and social wisdom as reflecting the widest range of perspectives.
Education on this latter model seeks to address the various needs and
understandings of all members of the society. Rather than placing
restrictions, it seeks to offer benefits.

Although each of these intuitions has been, to a greater or lesser
degree, operating in education, the social crisis we now face points to
the need for the liberal perspective to be given greater prominence.
Society can no longer afford the disenfranchised, even if it is willing to
morally tolerate their distress. The society cannot afford the cost of
generations of unproductive citizens, canrot manage the hosts of
alienated students, and cannot tolerate the cost in ruined lives. We can
no longer afford a limited focus on the celebration of the views and
experiences at the center of our cultural myth. For the center is
increasingly irrelevant to those who must be included if the society is
to continue to grow and prosper. Educators mustlook to the periphery:
to the experiences of the disenfranchised, to those individuals and
groups who represent the struggle for social justice. It is such struggles
that are most relevant to our students, who, alienated from their own
potential, grasp shallow materialist alternatives, drugs and possessions,
sex and violence.

Society has been willing to accept the moral horror of the
disenfranchised when the compensation was a better life for the rest.
Thisis nolongertenable. The theories that supported Eurocentric, male
dominated visions of the good life are in retreat, as a new wave of
intellectual understanding confronts universalism with the reality of its
ownsituatedness. But thisis the academic veneer. Post-modernismand
multiculturalism owe their strength to the realities of social and cultural
change, to the catastrophes of political and social arrogance, and to the
availability, through mass media, of those experiences that traditional
academic disciplines can no longer disregard. This is nowhere more
apparent than in our schools. The schools reflect the complex failings of
our society; they also reflect the enormous possibilities that its diversity
includes. Many of us are moving towards a deeper appreciation of this
diversity. This reflects both understanding, and the imperatives of
social, political and economic realities. The cumulative weight of these
forces constitutes the turning point in teaching,.




8. Chem, & Physics. Of or pertaining to a condition causing an abrupt
change in quality, property, or phenomenon.

Are the conditions for a “change of state” in place? If we continue
inthedirection justindicated, we move towards a truly radical pluralistic
democracy. This will result in a dramatic change in the quality of
education. Inaddition to common values, education will call attention
to particular approaches to the problems of life and culture. Inaddition
to the mainstream experiences of those who have been best served
through the growth of society, we will focus on those who have suffered
injustice. More than accomplishments of the successful, the struggles of
those who fought the inequities in the social and economic systems will
be at the center of educational concerns.

9. Of sufficient mass to sustain a nuclear chain reaction.

What is the “critical mass” needed? Can teachers help to redirect
society fromitsrelative disregard of the excluded? Or do we need much
more than teachers and teaching can contribute? Teaching is critical;
necessary, but not sufficient. What is needed, in addition, is a broad
based alliance among teachers, members of the community, progressive
politicians, and higher education. The theories that support diversity
must be enunciated and madeavailable to the general public. The social
needs that reflect pastinequities must be seen throughout thelens of the
history of the struggle of those who have moved society towards
greater access to political, social, and economic goods.

Teachers must move their studentstowardsa better appreciation of
the need for democratic participation, and the political and social
possibilities that greater participation affords. This must be supported
by political change and therefore must involve politicians who have the
courage to face the inequities that have characterized so much of our
history. With a better informed and more socially conscious electorate,
the numbers of progressive-minded politicians will increase. Business
must also be helped to see the value of education that prepares citizens
for a more productive role in the economic life of the community.
Families must see the possibility of decreasing apathy and alicnation,
and all must see the possibility of community within and among all
sectors of society.

Mark Weinstein is Associate Director of the Institute for Critical
Thinking, Montclair State College.
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Goals and Purposes

Thissection of the Proceedings directs ourattention to the underlying
traditional frameworks within which we understand educational aims
and goals, ideas and ideals, and to alternative possibilities for deriving
meaning. Inquiry into these fundamental concerns are demanded by
the current movement toward critical thinking as an educational goal.
At the very least, critical thinking requires continual sclf-reflection; on
the meanings of our common and personal histories, on our present
customs and actions, and on our intentions for the future.

Andrew Chrucky, in “Trying to Understand the Program of
Educational Reform through Critical Thinking Across the Disciplines,”
providesa thoughtful summary and critique of some of the educational
ideas inherent in the work of the Institute for Critical Thinking itself. In
presenting his analysis, he discusses absolute vs. relative educational
ideals, the purposes of liberal education, the functions of normative
philosophy in educational thought, and the roleof disciplinary processes.
Chrucky warns against substituting rhetoric for logic. He highlights
many of the tensions that accompany applications of educational
theory to practice in a pluralistic society.

In “Two Views of Democracy: Implications for Education,” George
Bernstein raises questions about our understanding of the democratic
principles most of us ordinarily take for granted. Such unreflective
subscription to conceptions about democracy may, he suggests, inform
our educational practices in ways that are misleading. How, in fact, can
and should democracy and education be related? How can, or should,
“politics” and “participatory democracy” be related? The ideals of
liberation, consciousness, and community of Paolo Freire arediscussed.
Bernstein cites Soviet educational history and debates over educational
goals, in contrast with the current educational dilemmas in the United
States. “If one assumes it makes sense to educate for democracyi, it is
legitimate toask, at the very least, whatkind of democracy oneistalking
about. . .When today in the United States there are advocates of
democracy in education, they are not necessarily in agreement about
either the nature of democracy or education.”

In “Matters of Iteracy, Matters of Literacy,” Bernard Josefsberg
shares with us his retrospective autobiographical account of an
educational experience, which revealed his youthful reliance on the
imperatives represented by the social customs and intellectual
conventionsand values of the time. Citing Deweyand Arendt, Josefsberg
suggests that we are a “public-less society, establishing behavioral
expectations which exclude spontaneity and fail to provide a common
forum for challenging traditional ideas.What factors, Josefsberg
wonders, “converged with such power to impress conventional
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categorics of thoug' t upon a mallcable mind self-convinced that it was
engaging in thought by internalizing those categories?

Michael Kagan, in “Teaching Philosophy as a Matter of Life and
Death,” also touches on the autobiographical. He points out the need
for care and sensitivity when students choose to struggle with real life
personal experiences that threaten their own belief systems as content
foracademicanalysis in college courses. Kagan makes several practical
suggestions to instructors for identifying and handling these situations.

Rev. John J. Conley, in “A Critical Pedagogy of Virtue,” reviews
three conventional, pragmatic approaches to education. Fie calls our
attention to “virtue theory,” derived originally from mediceval Christian
tradition. Virtue theory distinguishes between speculative intellectual
virtues, such as science, understanding, and wisdom, and practical
intellectual virtues, including prudence and art. Moral crises, for
instance require a capacity for prudence, which along with temperance,
fortitude, and justice, are cardinal virtues. Rev. Conley discusses
religious virtuesas well, and recommends the virtue model of education
for its stress on the integral development of the student and the
formationof human characterasthecentral goal of education. However,
virtue theory is problematic in pluralistic societics such as our own,
which pose a “challenge for the contemporary retricval of virtue
education,” Rev. Conley indicates.

In “The Casc for Intellectual Rights in the Formation of Justifiable
Values,” Bertram Bandman, using the framework of democratic values,
argues that “intellectual rights and virtues help advance legal, moral,
and political rights... These rights strengthen democratic values and
institutions and the educational formation of rights-based democratic
values, and through teaching, provide justifiable criteria for
distinguishing between right and wrong. Bandman notes that the
“consent of the governed” cannot be given without the right to know,
which in turn generates the right to inquiry, to infer, to believe, and to
decide.

Marcia Sachs Littell, in “The Role of the University in Tolerating,
Supporting, or Opposing Positions of ‘Political Correctness™ cites the
university intellectuals during the period of Nazi Germany who “made
themselves technicians rather than personsof wisdom,...accommeodating
to the spirit of the times and the demands of the Nazi movement.”
Littell indicates that the response of many academics, scientists, and
other professionals during the Nazi era was a focus on technical
expertise and a false sense that “academics and politics could be
divorced.” She warns of potential for failure in the university in
integrity, self discipline, and moral and cthical relevance in the current
issues surrounding “political correctness.”

In “Mathematical Investigations: ACourse in Critical Thinking,” Gail
Kaplan calls our attention to the goals of instruction in non-major
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courses; in this case, mathematics. She describes the purpose of such a
course as “for the student to learn to explore a problem in the same
manner as a mathematician, not for the students to learn any particular
mathematical fact.” Emphasis is placed on active student participation
in the exploration of mathematical ideas.

Philip Vassallo, in “Whose Writing is It Anyway?” recommends
procedures that allow the teacher to construct a curriculum based on
what the student wants to learn rather than what the professor knows
best. Taking each student’s background into consideration in relation
to the syllabus and assignments, Vassello encourages teachers toaddress
the “on-the-job problems with which their [business] students are
struggling, through group discussion, individual conferences, and
writing and research assignments.”




TRYING TO UNDERSTAND THE PROGRAM OF
EDUCATIONAL REFORM THROUGH CRITICAL THINKING
ACROSS THE DISCIPLINES

Andrew Chrucky

My paper is a reaction to the articles in the newsletter Inquiry, and
additional articles by others, especially Mark Weinstein, the Associate
Director of the Institute for Critical Thinking at Montclair State College.
Weinstein and hiscolleaguesare engagedina most ambitious program,
as they put it, of educational reform through critical thinking across the
disciplines. Without doubt, the ideologue of this school is Weinstein,
and it is on his writings that I have concentrated.

Weinstein is dissatisfied with critical thinking courses, informal
logic courses, and logic courses as given by philosophy departments.
His rcasons are that they are inadequate by omitting the contexts of
specific inquiry, and thatasthey are taught their contents are notin fact
transferred to other disciplines.! It is clear to me that Weinstein is
proposing that various disciplines are to be taught in a critical manner.
But I am not clear about how Weinstein justifies his claims and about
how he proposes to implement them.

I. Absolute vs. Relative Educational Ideals

Mark Weinstein’s articles express a relativized philosophy of
education; they do not necessarily express Weinstein’s full-fledged
philosophy of education. This is so because Weinstein has to take into
account what he is being employed to do. His objective is to reform
education as it presently exists.2 He is not employed, I tzke it, to write
about an educational utopia in the manner of Plato’s Republic, More’s
Utopia, or Skinner’s Walden Two. His problem s not to describean ideal
educ.tional community; his problem is to recommend improvements
to the de facto educational community. The scope of his solution is
restricted to the extent, 1 think, that it would be impractical for him to
propose, for example, the Great Books program as practiced by St.
John’s University, which attempts to embody Mortimer Adler’s Paidea
project.

Asa consequence, thereisahint of a tension in Weinstein’s writings
between anabsolute ideal and arelative ideal. Anabsolute educational
ideal would be set in an ideal society — whatever that would be:
possibly socialistic, possibly agrarian, and possibly operating in a
different type of democracy. The relative ideal which Weinstein has to
work with is sct in the context of a Christian, capitalistic, technological
society, operating with the type of representative democracy we happen
to have. Specifically his problem is to improve education at institutions
such as Montclair State College. However, mingled in his writings
there is an occasional call for a critical examination of the political,
economic, and sociological setting of college teaching generally,and he
suggests such a multilogical problem, as he would call it, for some
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courses.3 But as far as I can discern, Weinstein does not offer such a
broad educational critique — at least not in anything of his that I have
read. Yet given his obvious interest in the historicity and sociology of
science practice, it is obvious that he would give a similar treatment to
educational institutions as well.

I1. The Aims of Liberal Education

Colleges and universities such as Montclair State College are
divided into relatively isolated departments, and such institutions are
trying to accomplish three objectives: (1) providealiberal artseducation,
(2) prepare for various professions, (3) prepare researchers. Whether
these three tasks should be undertaken by one institution in the manner
usually done is a very important problem which cannot be considered
here. However, these three tasks of a university should bedistinguished
and compared. Since Weinstein does not do this, his prescriptions,
which I take are appropriate for a liberal arts education and apply
across the liberal arts disciplines, do not necessary apply to the other
objectives which may require training rather than critical thinking—as
forexample,learninga word processingcomputer program,or studying
human anatomy.

Let usassume then that Weinstein is interested in reforming liberal
arts education. What is the goal of a liberal arts education? Weinstein
says that theideal is the educationof critical thinkers. Perhapsthisis the
appropriate thing to say inarelativized philosophy of education, but as
far asI am concerned, it is not the first nor even the second thing to say
in an absolute philosophy of education. In order to make this clear, |
will elaborate on my own view of liberal education.

Liberal arts education, in my view, should aim at the education of
anidealcitizen. So put,lamimmediately faced with two problems. The
first problem is to specify whether the citizen is to be a citizen of a
secular city or,as St. Augustine would putit, the city of God. The second
problem is whether the citizen is to be the citizen of a country or the
citizen of a community of all rational creatures. My proposal is that
liberal education should educate for citizenship in the secular city
composed of all rational creatures.

My next problem is to specify the nature of the ideal citizen. The
main characteristic of the ideal citizen would be his concern with
promoting the common good of all rational creatures, which is just
another way of characterizing a moral human being. And note that
nothing has yet been said about critical thinking. If you ask me to
choose between a society of people composed of critical thinkers who
are indifferent to the common good, and a society of uncritical thinkers
who are interested in promoting the common good, I will choose the
latter, and I will favoran education that fosters un.ritical moral human
beings rather than critical amoral or immoral human beings. Liberal
education, in my view, should be primarily education for morality and
not for critical thinking.
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The next problem concerns the topic of moral education. Weinstein
expresses scepticism about the work of Jean Piaget and Lawrence
Kohlbergon cognitivedevelopment. Evidently hebelieves that children
canengage in critical discussion before their time, so to speak. Whether
this is so or not, there is some time—Ilet’s say before five years of age—
when children are not moved by reasons. Everyone, I think, agrees that
during this time children need to be trained and indoctrinated. Moral
training should be and is continued in later years by various social
pressures, and in extreme cases by the penalty of law. Morality begins
with the training of appropriate habits, and as Aristotle wrote in the
Nicomachean Ethics: “It makes no small difference, then, whether we
form habits of one kind or of another from our very youth; it makes a
very great difference, or rather all the difference. (1103b25)” Citing
Aristotle on this, Michael Levin, a professor of philosophy at CCNY,
wrote in a letter to the New York Times charging that courses in Ethics,
if they are geared to moral education, are generally a waste of time. |
agree. The function of such course should be, asis the Nicomachean Ethics
itself, a critical justification and rounding off of ourdefacto moral training;
and a prescription for moral training.

Where does critical thinking comein? Society should aim primarily
attheeducation of citizens who have the commongood as their primary
intention. This is a necessary <'.aracteristic of an ideal citizen — it is,
however, not sufficient. Good intentions do not guarantee proper
actions or even any action at all. Not only must our ideal citizen be
motivated by the intention to promote the general good, but he must be
supplied with the right type of character for persisting in carrying out
his intentions. He should not succumb to his private interests, lose
perseverance,or succumb to fear. Inshort, ourideal citizen should have
moral virtues. Butis thisenough? No. Such a person may have theright
intentions, and the right character, but be ignorant or naive about what
needs to be done to promote the common good, or even about what
constitutes thecommongood. Sinceour citizen will be bombarded with
information on television, the radio, newspapers, magazines,
conversations with family, friends, acquaintances, religious leaders,
teachers, advertisers, etc., and given his goal of promoting the common
good, he must know where to get needed information. to choose
relevant,important information,and be able to understand and to make
appropriate inferences. Since he will also be subject to falsehoods and
to misinformation, he mustalso be able to understand and to judge the
merits of the way the information is discovered and presented.

Our idcal citizen then will satisfy three criteria: he must have the
intention of fostering the public good, and possess what we may call,
following Aristotle, the moral and intellectual virtues. He will, in short,
be a moral, wise individual.

If there is a failing in liberal education, it must be a failing to
produce ideai citizens of this type since it is currently producing self-
centered, dependent individuals who lack moral or even intellectual
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virtues. The agenda, therefore, must be to produce the ideal citizen
through social reform.

Suppose for the sake of argument we grant that the failure to
produce the ideal citizen is not solely a problem of formal education,
thatit could be a political failure, a cultural failure, or whatever: still we
canask what is the failing of formal educationin this process. Thereare
all sorts of possible reasons for educational failure: poor teachers, poor
students, poor courses, poor sequence of courses, too many students
per teacher, etc.

A major problem for ali types of higher education, as I see it, is that
it has been transformed into a commercial enterprise. It is run like a
business. Its goal is to maximize profit and to minimize loss. And as
with all businesses, the criteria for a successful academic enterprise is
now its effectiveness in attracting and retaining the student-customer.
As far as I can tell, moreover, this transformation is the doing of
administrators either through weakness or through policy. The
weakness is in their succumbing to various departmental demands in
offering dubious courses in dubious sequences; while administrative
policy seemsto foster the businessof attracting and keeping students —
in whatever academically shoddy fashion. Couple this with the policy
of dismissing good teachers because of poor student evaluations, and
retaining poor teachers who are tenured, and you have the ingredients
for failed education. Schools have now become economic market-
places. The political structure of a university hasbusiness peopleon the
board of trustees, the president is a public relations man, and

administrators are often business types Since the above reflections are
apparent]y politically indiscrete,* the discussion of educational reform
in the Institute for Critical Thinking must restrict itself to discussion of
teaching goals and methods. Having said this, I will address myself to
the problem of goals and methods.

I11. Consistency and Contradiction

The goal of liberal education, as I said, is the education of virtuous
moral human beings, and the ideal would be the education of wise
humanbeings. Wisdom connotesan understandingof many important
thingsina unified way, and knowing how to apply such understanding
to the practical problems of life. To understand is to see patterns of
relations. These relations may be temporal, spatial, causal, means-
ends, logical, classificatory,and possibly something else. Moreover the
discovery and contemplation of patterns is the source of aesthetic
values. And it may very well be that the moral life is ultimately to be
preferred for its aesthetic value.

An essential function of liberal education is to provide an
understanding of important things. The understanding, then, that is
sought is important general understanding. Peter Caws, with whom
Weinstein worked, talksabout the construction of a map of knowledge
A similaridea is expressed by Wilfrid Sellars when he writes: “The aim




of philosophy, abstractly forrnulated, is to understand how things in
the broadest possible sense of the term hang together in the broadest
possible sense of the term,” and he goes on to use metaphors of maps
and images.® Brand Blanshard describes the task of understanding
using a_metaphor of spanning bridges from a continent to outlying
islands.” Themetaphor isaptin stressing the “continent” of presupposed
beliefs, and the fact that if a bridge is to be built the “island” must be, to
use a current expression, commensurate with the continent.

The model of assimilating islands to 3 continent presupposes the
adequacy of the continent, i.e. the stock of presuppositicns or a
Weltanschauung. Suppose the Weltanschauung contains false beliefs.
Possibly what is needed is deconstruction in the manner of a Socratic
examination. For this purpose a group discussion may very well be the
answer.

If liberal education aims at itnportant understanding, then it must
be an education where all the subjects are in resonance, or in stable
equilibrium with philosophy, or, as Matthew Lipman expresses it,
philosophy stands at right angles to the other disciplines as the warp
and woof in cloth. A philosophical perspective aims at seeing the big
picture, and as such must work withbroad categories, leaving particular
concepts and details to the individual disciplines.

What then is Mark Weinstein’s position? Iamrot sure. One thing
that strikes me about his writing is his disparagement of normative
philosophy. He seems to identify philosophy with a priori methods,
and contrasts this with the empirical methods of the variousdisciplines.
This would not be the view of philosophy that I would have. In my
view, philosophy is interested in a coherent categorial framework, and
the categories it works with are taken from all the disciplines so that a
person within any discipline who reflects on the categories of his
discipline becomes himself a philosopher. In this sense Einstein was a
philosopher, as was Freud, as was Toynbee. Possibly Weinstein is
trying to disparage only particular approaches to philosophy, like that
of Kant, or positivism, or analytic philosophy, because he certainly
expresses admiration for philosophers such as Toulmin, Habermas,
Lipman, and Siegel, among others.

Anyway, the second problem concerns Weinstein’s epistemology.
Apparently he and Tom Bridges, a colleague of his in the philosophy
department, accept what they call post-modernism. Itisclear to me that
they claim to reject epistemological foundations in some sense. But
since they fail to distinguish rationalistic foundations from empirical
foundations, I am not clear whether they reject only empirical
foundations or both. T'happen to accept both types of foundations.

The rationalist foundation, or the Archimedean point by which all
claims and arguments in any ficld are to be judged is the a priori
reflective truth that no claim can be true if it is internally inconsistent—
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e.g. The claim “This cube is round” cannot be true. It is also an a priori
truth that if two claims are inconsistent, at least one of them must be
false—e.g. The two claims, “This cube is greer: all over at time t” and
“This same cube is not green all over at time t” cannot both be true.
Given these a priori truths whichact as criteria in any inquiry, a critical
thinker is one who is disposed to reject claims which are internally
inconsistent, and to reject at least one of two inconsistent claims.

Weinstein writes: “No claim is so basic as to be immune from the
possibility of challenge and the demand for warrantand backing. Even
the most basic principles of logic and mathematics can be challenged
when complex constructions are claimed relevant to new domains. A
classic case is the application of Non-Euclidian Geometry to Relativity
Physics. . . . Deviant logics play a similar role in describing the very
small regions of space-time characteristic of Quantum Physics.”8 In
response, the passage is ared herring. First, there are no alternative or
deviant logics which are internally or externally inconsistent. The
principle of non-contradiction is a basic principle which is immune to
challenge. Second, the only way Euclidian orany other geometry could
be challenged would be by a charge of inconsistency.

Atanother place we find Weinstein making the following claim: “A
priori reasoning canonly be challenged in termsof extra-logical criteria.”?
Idon’tknow what he hasin mind, but thereisno challenging the a priori
principle of non-contradiction.

For all I know Weinstein may agree with what I have said abovebut
may go on to object that fideli., to consistency will not take you very
far.lV T would beg todiffer. In the fundamental question of whether one
should strive to be a citizen of this world or the heavenly cities of
Christianity, Judaism, or Islam, [ would propose that these theologies
should be rejected in those aspects which urge faith in the truth of
contradictions.1l A critical thinker, in the words of Harvey Siegel, is
indeed one who is appropriately moved by reasons; but I would add
that heisonewhoaboveall elseisappropriately moved by contradictions.
I thinkitis at this point, ifanywhere, that amulti-culturalist must object.
He or she will object that my stand prevents me from entering into
dialogue with people who are Christians, Muslims, Jews, Buddhists,
Hindus, Kierkegaardians, Heideggerians, Derridians, and such. Not
so. I am willing to enter into a dialogue in order to understand their
Weltanschauung, and I may try to persuade them in the appropriate
context of why a belief in a contradiction cannotbe true, butlalsoknow
a priori that 1 will not learn the truth from them if they speak to me in
contradictions. But practical wisdom may tell me to reserve my
judgment and not write Satanic Verses.

Furthermore, I am a rationalist who believes that there are
indispensable categories for the intelligibility of experience. Weinstein
writes that “Kant was mistaken about the transcendental character of
the categories, because hemisconstrued the stability of the foundational
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concepts in mathematics and physical sciences.”12 The reasoning here
is faulty. Granted that Kant made a mistake about the place of Euclidian
geometry, it does not follow that transcendental arguments about
categories in general are wrong or that they should be dismissed.

There are at least five such categories necessary for any objective
experience: temporal relations, spatial relations, causal relations, means-
ends relations, and conceptual (logical) relations. If the possibility of
understanding a conceptual framework presupposes the instantiation
of these categories, then thereare no alternative categorial frameworks,
though there are many alternative theories. The five categories I have
listed are absolute in the sense of being trans-historical and trans-
cultural. In addition, there are more parochial categories dealing with
substances which include a world of discrete things, like stones, plants,
animals, and other human beings. The justification for the universal
presence of these categories would require an appeal to the theory of
evolution. Anyway, Weinstein would no doubt object with counter-
examples drawn from the realms of myth, religion, and scientific and
pseudo-scientific theories. Even these do not escape from the broad
categories. However, my parochial categories are restricted to the level
of a common sense framework dealing with survival—for example,
with the business of getting, transporting, and storing food, and with
the business of clothing and shelter. Concerning these things there are
no alternative categorial frameworks. Alternative frameworks arise
with attempts to extend or explain the events experienced in this
common framework.!3

In addition to thesc a priori categories, 1 also believe that there are
empirical foundations intheapprehensionof pre-linguistic phenomenal
facts, such as would be expressed linguistically by the sentence “There
is an appearance of red.” Itis the rejection of something like this claim
by Richard Rorty which constitutes the rejection of empirical
foundationalism.'* What would Weinstcin say to all this? I think he
must deny the existence of universal categories, but above all else he
must insist thatall observationsare theory-laden. Andhisargument for
this is to appeal to how the word “observe” is commonly used.1® This
approach begs the question against the position that would limit the use
of the word “observe” in a philosophical discussion to the report of
sensory phenomena.

IV. Critical Thinking

Inany case, Weinstein’s whole philosophy of education rests on his
philosophy of science. He seems to be a disciple of Stephen Toulmin.
Only when we understand Weinstein’s philosophy of science can we
appreciate his dissatisfaction with critical thinking courses, his general
indictment of which is that their treatment of inductive arguments in
science is inadequate. And the reason for this according to Weinstein
isthatobservationsare notonly theory-laden, theyare Weltanschauung-
laden. According to Weinstein, there are no neutral, universal
standpoints. He writes: “My analysis, so far, gocs against the grain of
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a deeply embedded tendency ir »hilosophy to search for general and
topic-neutral analysesof central . - aland epistemological concepts.”16

Weinstein’s own remedy is that critical thinking include the
epistemology of the disciplines, a task, I would like to point out, which
isalready taken care of by the philosophy of thedisciplines.1? Similarly,
a study of the “epistemology” of the fine arts such as literature, music,
and paintingistaken careof in the philosophy ofart.18 Butmy suspicion
is that Weinstein wantsto abandon the whole project of such philosophies
as normative enterprises, and substitute what is called naturalized
epistemology, whichis nothing other than what was called the sociology
of knowledge. The consequence of this has been the abandoning of
logic for rhetoric. Instead of concern with a logic of the disciplines, the
Institute is pushing towards a concern with the rhetorics and ideology
of the disciplines.

I find Weinstein’s philosophy of science unacceptable. And [
would recommend to the Institute of Critical Thinking that before
making Weinstein’s philosophy of science the Archimedean foundations
for a philosophy of education — as apparently has already been done
— the Institute engage in some critical thinking about Weinstein’s
controversial Toulminian philosophy of science. One could begin by
taking stock of thearguments presented by Frederick Suppe, in his “The
Search for Philosophical Understanding of Scientific Theories,”19 against
Toulmin’s and other such Weltanschauungen views. Afterall, acritical
thinker is one who welcomes alternative, dissenting views, especially
if they are well defended.20
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TWO VIEWS OF DEMOCRACY: IMPLICATIONS FOR
EDUCATION

George Bernstein

Elitist Democracy

One of the outstanding social and political features of the twentieth
century is the overwhelming shift toward advocating democracy. Some
of the recent events in parts of Eastern Europe simply provide rather
dramatic testimony to that development. But there have been, in fact, a
number of different philosophical positions in arguments favoring
democracy. One of them one might (very broadly) label the “elitist
democracy” (not necessarily an oxymoron); another, “participatory
democracy;”1 in general, the first suggests that active participation in
the policy by a large number of citizens is probably harmful, and that
much of what needs to be done should be left to experts and political
burecaucrats. The second view is that citizens in various capacities
should, indeed, play active roles in a number of different community
situations. Among the first group are Theodore Lowi, Robert Crain and
Joseph Schumpter and Herbert McClosky and sometimes Harold
Lasswell. The last one argues the following: “Government is always
government by the few, whether in the name of the few, the one or the
many.

But this fact does not settle the question of the degree of democracy
since a society may be democratic and express itself through a small
leadership... The key question turns on accountability. "2 A frequent

corollary of this elitist-democratic view which assumes that leadership
must be small is the contention by Herbert McCloskey that, as he sees
it, the majority of American citizens are not supportive of basic civil
liberties and therefore the preservation of our democracy depended on
making sure thatcitizeninvolvementin politicsbe kept to a minimum.

Theodore]. Lowi belongs very much to the same ideological school
as McClosky but approaches matters somewhat differently. For Lowi,
involvement of the public in major public issues, especially in actually
bargaining over policies is destructive. This open-ended debating and
attempt to —and these are my words— representlarge group interests
— contribute to corruption and such a process does not lead to making
rational policiesand decisions.4 There should be centralized rationali ty.
Among a number of “elitist democrats” there seem to be strong echoes
of Plato and his Republic reverberating. One of Plato’s arguments was
that the leaders of the new society could be that precisely because they
were not enmeshed in the more personal view of, say, the sandalmaker
who would think in terms of sandalmakers’ needs in relationship to
society or, more of our tim  ~uards in a prison pressing their claims
before a governor’s office. . neir experiences were real but necessarily
parochial. Leaders were supposed to be immune from such interests.
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In this line of thinking, elite governing groups are somehow free of
interests, able to work for and speak for a more general good of tne
community. It is a short line from Plato’s Republic to the technocrats of
the nineteen twenties and the elitist democrats of later generations.
What they have in common is the view that greater rationality — and
therefore greater ability to run governments and organizations — rests
at the top and that most people are notas well endowed with the ability
or capacity to ran major projects. Others — the large majority — are
more inclined to be (1) corrupted (2) the creators of technological or
social chaos (3) participants in and even advocates of inefficiency and
sloppiness (4) unable to grasp the “large plcture” (5) less interested in
using meritas thebasisof a “move upward. > Arational administration
is one when “democratic” is characterized by following “legal norms,
factual accuracy in its approach, and non-partisanship.”® Frederick
Mosher lends his own brand of idealization to the matter:
“Professionalism rests upon specialized knowledge, science, and
rationality. There are correct ways of doing things. Politics is seen as
constituting negotiations, elections, votes, compromise —ali carried on
by subject-matter amateurs. Politics is to the professxons as ambiguity
to truth, expedience to rightness, heresy to true belief. 7

Participatory Democracy

It is possible to argue that there should be an intimate connection
between democracy and education, and that the two should be
inextricably intertwined. That positionisatoneend of the philosophical
spectrum and the American John Dewey is a major representative of
that position. At the otherend, there are views thathold that democracy
has nothing to do with education, and vice-versa. There might be a
position arguing that the two, realistically speaking, cannot be bonded
together. Somewhat different is the view that they should not be
together, that whatever isinvolved in education has nothing to do with
democracy, except perhaps to the degree that a traditional teacher
would present democracy as one of many topics. Between these two
poles are many other views which sce at least the possibility of some
loose alliance between the two, but without a strong conviction that the
two should be rooted in a cominon life philosophy. So, the position of
natural affinity and dependence, that of real antipathy or necessary
distance, and others floating in between have all been part of the
historical development.

It is perhaps in ancient Greece that one might find the first inkling
of eitheranaffinity between democracy and educationor the possibility
of intellectual, moral or political kinship between the two. But there as
elsewhere, thereality of education as it was offered and the philosophies
which were espoused were within thecontextof the cuiture. So, a useful
assumption for considering the degree of relatedness between
democracy and education is that there are aspects of culture, politics
and economy which have a major impact on the relations between
democracy and education. First, broadly speaking, one might argue
that democracy — even if we limit ourselves to political democracy as
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it is ordinarily thought of — has been a rarity in the world. Certainly
effective democracy, rather than democracy on paper —has beena rare
bird and, relatively speaking, continues to be.

So, one of the significant contexts that must be taken into account
is that political democracy that works fairly well has not been present
in the world very much. The enthusiasm with which politicians and the
media grect and celebrate events in the world is definitely not the most
rational guideline for determining whether or nota society is democratic
or even whether or not it is willy-nilly moving in such a direction.

It has been argued that democracy (at least from the Eurocentric
perspective) was introduced into the Western world in Athens in tl =
second half of the fifth century ECE.! This first political democracy wis
unusual (perhaps unique) not only in its time but ever since. Athenian
democracy was direct, ‘hat is, for the most part there were not elected
representatives, butthecitizens themsel ves inregularassembly meetings
discussed the issues and voted on them. In many respects, this model
has been attractive to many groups since the end of the fifth century
BCE, even when there was little information about Athenian society
and even when groups did not perceive Athens as their refcrence point.
So, for example, there have been many religious groups which have
argued with varying degrees of intensity that there should not be a
hierarchical arrangement which would compel making decisions
primarily determined by those at the top of the social pyramid. The
sense was that there should be a council of some kind in which allwould
have equal weight and through which the major decisions concerning
the life of the community would be made. This was done in some other
ancient Greek communities, in various religious groups (Christiar and
otherwise) through the centuries. The traditional appeal to the sense of
the Meeting among many Quakers was but one of many examples.

However, most of those that were organized with some kind of
“consensus” in mind probably did nothave political democracy inmind,
but there was the notion of “citizenship” in the community. One might
also cite the Isracli kibbutz, at least for its first two or two and a half
generations of its existence. One strong notion of democracy, then,
emphasizes the active participation of citizens facing one another,
debating one another in public forum, but also having the power to
making decisions regarding their life. To some extent consistent with
this in the world of education is the philosophy which argues that there
should be little or no hierarchical structure, that we should be more or
less equal in our scarch for reality and for the life decisions that are
sensible, thatthe schoolshould be an open-ended part of life, that weare
all capable of developing our powers of rational thinking, that we are
capable of doing that together. Paulo Freire, the Brazilian educator, is
but one exemplar of that approach.

If, for the moment, we consider the development of democratic
practice asmoving in one of two directions (although in fact there have
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been many mixtures), we can see in Freire’s thought and action at least
some aspects of the “Athenian model.” Among those features are the
following:

(1) A general antipathy toward hierarchical structures, including his
concept of how education should be “arranged.” He sees hierarchy as
a structure which protects, defends and allows the expansion of the
established order. Such systems will exploit most people. If we were to
suggest an antipode to “hierarchy” or “institutionalized structure” it
mightbe “community,” or perhaps more precisely the “development of
community.” This implies a faith in large numbers of people who for
many reasons have been powerless but who are capable of learning
how to gain power over their own lives through the development of a
community in which group learning plays a central role.?

(2) The concept of community extends to those “being taught.” Perhaps
in part because those using Freire’s method have worked within “Third
World” communities, or within groups that have not been permitted to
enter through the principal gateways of “traditional” opportunity.
Very often those in the “classroom” have been similar in many of their
life experiences (such as Peruvian highland villagers, inhabitants of
Brazilian favelas, ctc.). They arealready in their community of one kind.
But very often it has been common interests as the basis for survival
rather than common interests perceived as the ground for
empowerment.10

(3) Education is not perceived as the acquisition of technical skills of
some kind so that individuals can move forward in a basically
entreprencurial economy. Ratheritis the meansthrough whicha group
becomes more conscious of the social reality of the world, and learns
that the tools of education are necessary to begin to undertake a
transformation of the world. C. B. MacPherson in a discussion of
“liberal democracy” distinguishes between “two maximizing claims:
the claim to maximize individual utilities, and the claim to maximize
individual powers. The first was strong in the British Utilitarian tradition.
It argued that it not only maximizes satisfactions, but thi * it does so
equitably.!! In this approach, one assumption is that humans are
essentially or at least primarily consumers (of utilities). The good
society provides the satisfactions. The second claim, as MacPherson
presents it, is that the “liberal democratic society” maximizes people’s
human powers, that is, their potential for using and developing their
uniquely human capacities. This certainly has a Western Renaissance
ring to itatleast to the extent that one concerns oneself with maximizing
one’s human powers. Inthisapproach, the human being is not primarily
a “consumer of utilities” but a creator, one who acts, one who is able to
enjoy hisor herattributes. Human development (of the right kind) may
beseen as anend in itself. As MacPherson says, in this case, humansare
not bundles of appetites seeking satisfaction but bundles of conscious
energices secking to be exerted.
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Paulo Freire is very much in the tradition of those who see human
beings as needing to develop the powers that lie latent within them,
although his terminology and frames of reference are, it seems to me,
quite far from the political philosophical language employed by
MacPherson. The desire to have conscious energies used can be placed
in more than one context. For Freire as “philosopher” the emphasis
must be on what a community of human beings might accomplish
together if they commit themselves to rescuing themselves from a
condition of exploitation. Liberation is a condition of being neither
exploited nor exploiting. Often implied and sometimes stated in Freire
isa view that assumes asituation of human justice that will prevail once
the consciousness of exploited people develops to the degre= that they
are capabile of struggling to significantly alter their conditions. So, we
find in Freire a strong nexus of words that are keys to our beginning to
piece together what he is arguing for. Several of them have been
mentioned: liberation, consciousness, exploitation and community. If
we refer back to the Athenian model there was attention given to two
of the four. There was clearly a devotion to a community in which all
citizens could be active rather than passive, and types of political
education, most of it informal, through which people were shaped to
see the polis, butin particulara democraticpolis asareality tobe cherished
and protested, and at the same time, a model for what political and
community life should be.

But Freire must be placed in the context of our times. Slavery is no
longer viewed as desirable oras a good, something quite different from
the views of the ancient world, including the opinions of Athenians.12

Dilemmas in Education and Democracy

In this entire question of the types of democracy and democratic
thinking, and how they might relate to education, one need not and
should not limit oneself to the situation in the United States. If vne
begins with the experience of ancient Greece, one might assume life in
another time and place is of possible relevance. But even within the
parameters — Joose though they may be — of this paper, one can turn
to a few other societies. It is of value to turn to what had been the Soviet
Union because one can ask how the ideas of democracy might be
considered useful and necessary in times of crisis and how democratic
practices can be threatened. There is clearly a crisis; in fact, there is a
cluster of crises which impinge upon the world of education. If we
consider the last five years of Soviet life asa time of crisis, we might also
turn to other periods of Soviet history to see what was suggested and
perhaps even done that showed some relationship between theory and
practice. I am also considering aspects of Soviet life because it may also
provide one of many possible bases for making comparisons between
the United States and other societies. Such comparisons are both
enlightening and rather often, useful.

One might view experiences in the Soviet Union since 1917 as
attemptsto moveeducationinone of threedirections. The first, perhaps
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influenced in part by the early attempt to establish Soviets, could
probably be designated as an effort to move in the direction of
“participatory democracy.” Some of the early (1918-1928) schools tried
to have teachers and students co-operatively determine at least part of
the curriculum and the direction the school(s) should take. Here one
had open meetings and discussions, and an effort to establish and live
with a consensus. The embryonic stages of this development were
marked b~ enthusiasm for whatappeared to be a new path ineducation,
the assumption that open dialogue was both a means and an end, and
the conviction that education was one of the means through which to
radically transform Russian and other societies.13

At the other end of the education spectrum was the return by the
early ‘thirties to aseverely traditional, vocation-oriented and ideology-
laden institutional structuring demanded by Stalin, partly as a means
of rapidly industrializing the society. There would be large and
widespread cadres which, to borrow a term from a history of American
education, would serve as “Managers of Virtue.” Open discussion,
dialogue, co-operation among teachers, parents and students became
anathema and criminal. The system as a whole became even more
repressive. This approach to education was anti-democratic. There
were, however, before theimplementation of Stalinist principles, several
otherapproaches which one might, within the context of this paper, be
labeled as “elitist democratic.” Short of attempting to impose Stalinist
principles of control, there was an attempt by many educators to
liberate themselves from the stranglehold of traditional Czarist decrees,
and at the same time to avoid succumbing to the intrusions of an
increasingly totalitarian state.

In some respects, the period 1920-1928 has complicated analogics
in the Soviet experience of the last few years. People in general having
rejected earlier modes of thinking and behavior but at the same time
enthusiasm sharing space with fear, the fear of a vast unknown which,
given the context of Russian history, could quickly transformitselfinto
the most tangible kinds of chaos. In education, therefore, a bursting
forth of many genuinely innovative educational experiments and a
conflict with the tendency to keep what was known. In some kind of
middle ground, there wasa movementtoward “intellectual democracy”
in the sense that many different views were debated within schools
both inside and outside the classroom but co-existing with a rather
traditional social relationship between teacher and student. The
exploration of ideas was, fora period of time, rather open-ended while
social relationsbecameincreasingly stratified and bureaucratized within
the school system as an institutional structure.14

Inthe Soviet Union, there were four types of educational structures,
sometimes two or three of them overlapping: (1) traditional czarism -
burcaucratic, Russian Orthodox, clitist, providing an clementary
education fora fairly large number of the poor, anti-democraticinevery
sense (2) carly revolutionary, wildly enthusiastic, with the enthusiasm
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matched byanequally exuberantcatholicity in the search foreducational
innovations that might be molded toSoviet needs, anexpansive reformist
literature, and at the same time, suffering fromanxiety that the Bolshevik
state would impose political-bureaucratic guidelines which would
demolish the “participatory democracy” (3) reformist-institutional still
operating with the democratic assumption that free inquiry isdesirable,
but increasingly subject to the pressures of a strong central state.
Possessing some elements of “elitist democracy” but moving away
from support for “participatory democracy,” but supporting some
features of “elitistdemocracy” suchasthe verbal support of free inquiry
and (4) totalitarian bureaucracy - by the middle ‘thirties, thereisa full-
fledged school bureaucracy, an ideologically-trained staff in office and
classroom, a severely hierarchical school and governmental system,
antagonistic to both “elitist” and “participatory” democracy to the
extent thatadvocatesor practitioners of either will be treated as criminals.
By and large, it seems that over the last few years, there has beena shift
toward “elitist democracy” with many more occasional attempts to
move toward “participatory democracy,” both in the larger political
arena and in schools.

The United States has had a very different kind of history. Modest
efforts in some circles to move in the direction of “participatory
democracy” in education have never been the result of some crucial
upheaval in socicty, such as the American Revolution, the Civil War,
the Great Depression, or World War I1. Perhaps an exception to this
“historical rule” was the mushrooming of “alternative” schoolsin the
‘sixties and ‘seventies, most of which did not survive. “Participatory
democratic” schools seemed, rather, to be characterized by a desire to
escape the mainstream of American life and to provide on a very small
scale, a network (quite involuntary for the most part) of alternatives to
large, burcaucrat-heavy systems which seemed to do little to open new
doors of opportunity to the young. In a number of cases, such schools
were organized by parents despairing of existing school systems. In
others, the alternatives were created within the larger system that
existedd. Such, for example, was Deborah Meier’s Central Park East
complex in New York City. In the case of the fir<t type, parents both
organized and administered the school. In the .ond, with strong,
ongoing parental supportinside and outside the school, an educational
reformer of energy and persistence could organize a relatively large
scale model alternative. Central Park East has some characteristics of
both “participatory” and “elitist democracy.”

American Dilemmas

If we continue to use basically the dichotomy between “elitist” and
“participatory democracy” asone framework for analyzing the situation
in education, it is probably possible to assert that in American socicty
one of the dilemmas we face is precisely how it might be possible to
move in the direction of “participatory democracy” while recognizing
the larger reality here is “elitist democracy,” if one wishes to concede
thatitisa formof democracy. If we consider developments over thelast
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twelve years or so (that is, the Reagan and Bush years) it is possible to
suggest that there is considerable pressure to diminish the possibility of
"participatory democracy” occurring within schools, and at the same
time attempting to tighten the right of control by a higher political
bureaucracy but withcut actually demonstrating much interest in the
democratic framework. Weare inanincreasingly complicated situation
in which the central government wishes to increase pressure but
without providing additional funds which might make it somewhat
more likely that the local governments (which we might consider
sometimesexamples of “elitist democracy”) be able tomove forward on
major educational reform projects. The reformist projects have very
often come either from the work of professional educational
organizations that are not within the formal educational hierarchy,
such as the Carnegie Corporation for Learning, the MacArthur
Foundation, the Danforth Foundation, and the Ford Foundation or
through educators who without the formal support of the highest
bureaucraticlevels can organize some innovative projects. On occasions
there may be elements of “participatory democracy” within such
reformist projects, at least to the degree that teachers might be in a
position to share in the establishment of the curriculum. But by and
large—atlcast until now — there have been few efforts within the usual
public or private school systems to use either consciously or
unconsciously elements of “participatory democracy” as a model for
organizing innovative projects.

If one assumes it makes sense to educate for “democracy” it is
legitimate to ask, at the very least, what kind of democracy oneis talking
about. In the history of the United States and American education,
“democracy” in theschools has beenlinked to (1) distinguishing between
monarchy and the new republic (2) the assertions of nationalism (3)
anti-slavery positions (4) the Westward expansion (5) welcoming large
numbers of immigrants (though particularly those from Europe) and
more recently (6) the advocacy of multicultural education. (This by no
means exhausts our historical experiences). That is, in each association,
there was - or is - a notion of democracy which included what it was
ideologically allied to. When today in the United States there are
advocates of democracy in education, they are not necessarily in
agreement about either the nature of democracy or education. One of
the principal differences continues to be between “elitist” and
“participatory” democracy although there are numerous positions
somewhere betwecn the two. There were 18 members on the National
Ccmmission on Excellence in Education. One was a public school
teacher. Alltheothers were uppei-leveladministratorsonall educational
levels (except elementary school), one Harvard University physicist
and one Chairman of Bell Laboratories. If we assume that the social
composition of a group can reveal major aspectsof itsideology, this was
onewithan “clitist” membership. Tosuggest that “teacher input” could
havebeen greateris begging the question. The term itself suggests there
is necessary leadershipon a higher level and that they will permit those
on a much lower level to play a subordinate role. It is a repetition in
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theory and practice of notions of “elitism” which has antecedents in
ancient Greece.

America’seducational history hasalwaysbeenterribly complicated,
and the issues relating to democracy and education continue to plague
our society both in theory and in practice. It is complex in part because
of the fairly unusual position of the State which fairly often disclaims
possessing considerabie power and at the same time wishes to exert a
good deal of the control that it does have in the world of education and
elsewhere.!® Considerable monies have been taken away from education
systemsinrecentyearsis butone importantexampleof thecomplicated
game the state continues to play. But our society comes out of one or
moredemocratictraditions which stillaffectboth thinkingand practice.
The dichotomies between what some have called “participatory
democracy” and “elitist democracy” are but demonstrations of the
difficulties in finding resclutions in basic American problems. The
contradictions understandably manifest themselves in educational
systems as clsewhere. What do American educators mean when they
say they wish to have democracy in education?16

Endnotes

1 The term “elitist democracy” is suggested by a historianof ancient
Greece and Rome, M.I. Finley, in Democracy Ancient and Modern (New
Brunswick: Rutgers University Press, revised ed. 1985, orig. ed. 1972).

2 Harold Lasswell, Daniel Lerner and C. Easton Rothwell, The
Comparative Study of Elites. (Stanford: Stanford University Press, 1952),
P.T. One can add to the list such names as S.M. Lipset, W.H. Morris
Jones, Henry Kissinger, Julien Freund. See the commentary by Pierre
Vidal-Nacquet, “Tradition de la démocratie grecque” the introduction
to Finley, Démocratie antique et démocratie moderne (Paris: Petite
Bibliothéque Payot, m.d. ) pp. 7-44.

3 Herbert McCloskey, “Consensus and Ideology in American
Politics,” American Political Science Review Vol.58, No. 2 (June, 1964), pp.
361-382.

4 Theodore]. Lowi, The End of Liberalism (New York: W.W. Norton,
1969), p. 101.

5 Peter Bachrach writes:”...Plato’s guardians, Veblen's technocrats,
and Mannheim'’s intellectuals - to name a few clite types - were all
conceived as possessing the ability to transcend selfish interest inruling
for the well-being of the community. Indeed, the modem: defense of
clitism...is based primarily on the contention that the best interest of a




free people, of civilization itself, depends upon the ability of the gifted
to command the deference of the many for the well-being of all. ... Ail
elite theories are founded on two basic assumptions: first, that the
masses are inherently incompetent, and second, that they are, at best,
pliable, inert stuff, or at worst, aroused, unruly creatures possessing an
insatiable proclivity to undermine both culture and liberty.” The Theory
of Democratic Elitism: A Critigue (Lanham MD: University Press of
America, 1980), p. 2.

6 Wolfgang Mantl, Reprisentation und Identitiit. Demokratiein Konflikt.
Ein Beitrag zur Modernen Staatsformenlehre.(Wien: Springer Verlag, 1975),
p. 283-284.

7 Frederick Mosher. Democracy and the Public Service (New York:
Oxford University Press, 1968), pp. 101, 108.

8 Giovanni Sartori, The Theory of Democracy Revisited. Part I. The
Contemporary Debate (Chatham: Chatham House Publishers, 1987).

9See, forexample, Budd Hall et. al. Creating Knowledge: A Monopoly?
Participatory Research in Development (New Delhi: Society for Participatory
Research in Asia, 1982). See David J. Mathien, “Community Education
as Radical Pedagogy,” Community Education Journal, Vol. 17, No. 4
(Summer, 1990), pp. 26-28; Michael Holzman, “Post-Freirian Mcdel for
Adult Literacy Education,” College English, Vol. 50, No. 2 (February,
1988), pp. 177-189.

10Gee, for example, Dennis Sayers, Bilingual Vocational Training with
Trainers and Trainees. Concepts and Applications (Hartford: Connecticut
State Department of Education, 1980), Sybil Barbara Faigin, Basic ESL
Literacy from a Freirian Perspective:A Curriculum Unit for Farmworker
Education (MA. U~iversity of British Columbia, 1985), Nancy Squires
and Robin Inlander, “A Freirian - inspired Curriculum for At-Risk
High-School Students,” English Journal (Vol. 79, No. 2 (Feb, 1990), pp.
49-56.

11C.p. MacPherson, Democratic Theory: Essays in Retrieval (Oxford:
Clarendon Press, 1973), pp. 4-5 ff.

12 One outstanding example from the ancient world is the Politics
of Aristotle. See The Basic Works of Aristotle, ed. Richard McKeon (New
York: Random House, 1941), pp. 1132-1133 ff.

13 Oskar Anweiler, Geschichte der Schule und Pidagogik in Russland
vom Ende des Zarenreiches bis zum Beginn der Stalin - Ara (Berlin: Quelle
and Meyer, 1964), pp . 110-132..

14 Oskar Anwe:ler, Geschichte der Schule und Pidagogik in Russland
vom Ende des Zarenreiches bis zum Beginn der Stalin - Ara (Berlin: Quelle
and Meyer, 1964), pp. 275-294.




15 One of the more interesting examples of the difficulty of coming
to resolution in this matter is Benjamin Barber, Strong Democracy.
Participatory Politics fora New Age (Berkeley: The University of California
Press, 1984).

16 For one philosopher’s approach see Michael Walzer, Radical
Principles. Reflections of an Unreconstructed Democrat (New York: Basic
Books, 1980), pp. 257272. We continue, in fact, to struggle with the
biases that have been present in American education and society for
generations. Henry Herbert Goddard, argued in 1920 that “whenever
the four million (his top ten percent of the population in intelligence)
choose to devote their superior intelligence to understanding the lower
mental levels and to the problem of the comfort and happiness of the
other ninety-six million, they will be elected the rulers of the realm and
then will come perfect government —Aristocracy in Democracy.”
Human Efficiency and Levels of Intelligence (Princeton: Princeton University
Press, 1920). The attempt to shape the schools with the principles of the
elitist meritocracy is as old as ancient Greece. It continues to play an
important role in practice, though somewhat less in theory precisely
because to advocate democracy s perceived as a political advantage.

George Bernstein is a faculty member in the department of Educational
Foundations at Montclair State.



MATTERS OF ITERACY, MATTERS OF LITERACY

Bernard A. Josefsberg

But for the species as a whole, the boundaries of reality are
in fact moveable.
—Jurgen Habermas, Knowledge and Human Interests

I recently uncovered an artifact from my personal educational
archaeology: a packet of note cards from my last year of hi~h school
English containing my independent research report on “Camus,
Existentialism, and The Plague.” The packet is thick — 86 large cards,
representing five sources, most prominently Germaine Bree’s Camus. Its
discovery in the house in which I grew up triggered a vague memory
of my appearance before the class to dispatch the “cral presentation”
requirement of the project. In contrast to the cards themselves, the
memory of that event is a slim one — nothing more than of standing
alone and talking. Whether anyone was listening or was moved to
respond, I can’t recall. Nonetheless, in listening to these cards 25 years
later, I find they have much to say about my adolescent cast of mind and
the formative educative influences then at work upon me.

Forone, the cards reveala diligent student eager to offer the teacher
an abundance of words suited to the academic occasion, high school
honors English variant. The packet’s density bespeaks my awareness
that an independent “report” on Existentialism — an ism of obvious
weight, probably twice as heavy as the Transcendentalism studied the
previous year —represents aPrometheanopportunity to wearscholarly
long pants. That 1 coveted such clothing is obvious: the notes are
copious, full of biographical and literary minutiaand sodden with long
quotations about the weighty ismin question. They arcalso impeccably
systematized so as to providealltherequired bibliographical obeisances.

Interestingly, barcly any of the language on the cards is mine. In
keeping with my sense of academic manners, I had trar scribed other,
authoritative, voices so as torelay them to my audience. By that means,
I would be able to demonstrate my “grasp of the subject” and establish
my own candidacy as an academic worthy. Thus, ] wasapparently able
to report that, according to Henri Peyre,

Man wants rationality, and he is faced everywhere by
theirrational. He is impelled by the will to control and
steer his fate, but heis chained by blind and evil forces.

Icould relate The Plague’s central theme, because Philip Thody told me
that, “The rebel must realizein his movement toward human solidarity
thathe shares common suffcring with allmen.” And [ could really zing
them with page 233 of An Age of Fiction:
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The time has passed for seeking the hidden meaning of
these events, for justifying the terror and the violence
in the name of abstract ideologies or subjective
illuminations ... It is time to assume the humbler role
that history has assigned us. It is time to pause, to
reflect, toevaluateand to remember. Thus, in the midst
of the official celebrations marking the end of La Peste,
Camus’ narrator decided to write his chronicle — “in
order to give evidence in favor of the stricken, to leave
some reminder of the violence done them, and simply
to say what one learns in the midst of a disaster: that
there is more to admire than to despise in men.”

I was a good student, and my work on this project most assuredly
preserved and probably enhanced my status. I postured myself to
mouth weighty voices about weighty matters. However, like the
ventriloquist’'sdummy, mind — in the Deweyan sense of “the power to
understand [these matters]intermsof the use madeof them” (Democracy
and Education, p. 39) — never at all entered the equ:ation.

In One Writer's Beginnings, Eudora Welty writes, “Through travel I
first became aware of the outside world; it was through travel that I
found my own introspective way into becoming a part of it.” She
continues:

... theoutside world is the vital component of my inner
life. My work, in the termsin whichI see it, isasdearly
matched to the world as its secret sharer. My
imagination takes its strength and guides its direction
from what I see and hear and learn and feel and
rememberof my living world. Butl was to learn slowly
that both these worlds, outer and inner, were different
from what they seemed to me in the beginning (p.83).

Until I connected to that which my adolescent studenthood disjoined
from my understanding, I nurtured fantastical (and fundamentally
mindless) projections of my adultidentity within a projectively “known”
world. Like Welty, I was to learn, “slowly”, that both identities — of self
and world — would be “different from what they seemed to me in the
beginning.”

In reading Camusand his critical surround, for example, I was not
reading — in any Freirean scnse — the world. By appropriating
authoritative voices, 1 intended, merely, to inch forward toward my
aspired place in a static realm of fixed meanings, established roles, and
painless transactions. In other words, 1 aspired for all that was not my
adolescence, and in conspiracy with the academic ideology of the
moment, [ construed aliberal education as nothing less than a Cannery
of Extant Truth containingall that 1did not then possess. Onceacquired,
that truth would set me free and disencumber me from the




underconsidered, repressed, and underappreciated “heavy bear who
goes with me.”

For all my well rewarded Existential reportage, I still anticipated a
life beyond high school unaffected by the possible meaningsembedded
in my reading. My parody of reading, my mimicry of learning, probably
yielded a measure of technical proficiency in academic stylistics.
However, as to the power of language to engird the spheres of action
and intersubjectivity with meaning, I remained both illiterate and
thoughtless. I “thought” as I had been taught to believe: that the form
and content of those spheres were immutably fixed; that they were
arranged along a hierarchy of value conspicuously analogous to the
school’sacademic and cultural divisions; and thatoneentered esteemed
spheres — and avoided more degraded ones — through personal
displays of technical proficiencies. Such displays not only provided
proof of learning; concurrently, they assured the guardians of those
spheres of the initiate’s capacity to respond appropriately to given
imperatives and to thereby function gracefully in relation to those
imperatives. That was adulthoed, an autonomous condition denoting
control over given exigencies by virtue of a “respondability” securing
the adult’s master status as a social being.

Dewey’s observation that, “Mass production is not confined to the
factory” (The Public and its Problems, p. 116), might well account for the
peculiar tenor of the above described adolescent cast of mind. When
viewed as the end product of a formal learning process, the form and

content of such a mind reiterate the sanctioned iterations of prevailing
social arrangements. Its peculiarities — in this instance, the emphasis
upon technical mastery as a means for achieving an homeostatic
autonomy — register the eccentricities of both the school as social
institutionand of theindividual’s more personal endowments of family
and family history.

As seen through a Deweyan lens, such a mind so imprinted is as
noteworthy for whatitexcludesas for what itcontains. Asamindscape,
it is barren of those conditions necessary for conjoint inquiry and
activity and thus for the communicative sharing essential to “the clear
consciousness of a communal life.” (The Public and its Problems, p. 149)
Bereft of those conditions, that mind is prey to the collective illiteracy
of a society which no longer knows itself as a “public” and which
therefore cannot create public meanings to interpret its collective
experiences. As Dewey observes:

... An inchoate public is capable of organization orly
when indirect consequences are perceived, and when
it is possible to project agencies which order their
occurrence. At present, many consequences are felt
rather than perceived; they are suffered, but they
cannot be said to be known, for they are not, by those
whoexperience them, referred to their origins. It goes,
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then, without saying that agencies are not established
which canalize the streams of social action and thereby
regulate them. Hence the publics are amorphous and
unarticulated (The Public and its Problems, p. 131).

Such a “knowledge-less” mind, however much it exemplifies
institutionalized standards of propriety and/or excellence, fails to
enact its potential for publicliteracy inhering within common enterprise,
especially the enterprise of learning. Dewey continues:

To learn to be human is to develop through the give-
and-take of communication an effective sense of being
an individually distinctive member of a comununity;
one whounderstandsand appreciatesits beliefs, desires
and methods, and who contributes to a further
conversion of organic powers into human resources
and values...

Only through such “give and take”, Dewey argues, can we transcend
the “old Adam, the unregenerate element in human nature.” The
resulting development of our humanity represents the “only possible
solution” for eliminating ubiquitous forms of social exploitation and
subjugation. To free ourselves of our own arrangements, we must

[perfect] ... the means and ways of communication of
meanings so that genuinely shared interest in the
consequences of interdependent activities mayinform
desire and effort and thereby direct action (The Public
and its Problems, pp 154 -155).

In contrast to the mind-less pursuit of sclf-interest, and the individual
and social suffering attendant to such pursuit, Dewey proposes mind-
ful creation and re-creation through coactivities which secure the
developing individual to a social and public context, itself developing
into a communally moral sphere of positive freedom.

Similarly, Hannah Arendt would recognize the privatized nature
of a young mind organized to obtain a deluded autonomy through
proficient displays of respondability. For her, the formation of such a
mind within the social crucible of the school predictably results from
the fact that “society has conquered the public realm.” (The Human
Condition, p.40) Lost with the disappearance of the publicis the “agonal
spirit” characteristic of the Greek polis whereby individuals engaged
each other and enacted an excellence of being within a forum made
public by a distributed will to excellence among free beings. Instead of
the urge to break through boundaries entailed in such free activity, a
public-less socicty emphasizes boundary setting and a corresponding
hegemony of limits:




It is decisive that society, on all its levels, excludes the
possibility of action ... Instead, society expects from
each ofits membersa certain kind of behavior, imposing
innumerable and various rules, all of which tend to
“normalize” its members, to make them behave, to
exclude spontaneous action or outstanding
achievement (p. 40).

The exercise of technique within circumscribed ambits supplants
demonstrations of uniquely human excellences by virtue of which the
ambit of liberated humanity isenlarged. Thus, acontemporary university
advertises itself in the following terms:

The promise of Adelphi is the promise of a liberal
education, one that reflects not only the spirit of this
age, but of every age. It helps get you into law school
or medical school or an investment banking house or
an MBA program or a job in a great training program
oranentrylevelslot... producing print ads on Madison
Avenue. A true liberal education succeeds at that
famously because all those fine measures of success
are consequences of your studies not mind-dulling, all
consuming objectives (New York Times advertisement,
5/5/89).

Within such a society, the self-formative arts of liberation become

commodified and sold in socially available terms actually denoting
their opposites. In this way, the content of “liberation” itself becomes
socialized, that is to say, distorted and deformed in the interests of
institutionally prevalent distortions and deformations.

As undgrstood by Dewey and Arendt, and as explicated most
directly by Jurgen Habermas, the ecology of human experience — i.e.,
the quality of the transactional relationship between “self” and “other”
— indexes the normative, rational, and ethical content of
“thoughtfulness” as it is mediated in speech and action. In luring
prospective students, the university baits its line with fantasies of
liberationdrawn from the stock of universal human need and culturally
specific meaning. The line will hook the fish, and the university fill its
classrooms, to the degree that liberatory needs have already been
canalized in the direction of high status vocations. However, if
unsatisfied liberatory needs could encounter more universal, less
restricted, and thus more satisfactory means of realization, then the
university is in trouble. Clearly, the university is betting that its targets
will be unable to thoughtfully question either the extant meanings of
“liberation” or the socio-historical circumstances productive of those
meanings. [ronically, in view of the “goods” it isattempting to sell, the
university is also publicizing the deformed quality of its goods. As
Habermas writes:
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The interest of self-preservation cannot aim at the
reproduction of the life of the species automatically
and without thought, because under the conditions of
the existence of culture this species must first interpret
what it counts as life. These interpretations, in turn,
orient themselves according to ideas of the good life.
The “good” is neither a convention nor an essence, but
rather the result of fantasy. But it must be fantasied so
exactly that it corresponds to and articulates a
fundamental interest: the interest in that measure of
emancipation that historically is objectively possible
under given and manipulable conditions. As long as
human beings must sustain their life through work
and interaction subject to instinctual renunciation, in
other words under the pathological compulsion of
deformed communication, the interest of self-
preservation necessarily takes the form of the interest
of reason, which only develops through critique and
confirms itself through the practical consequences of
critique (Knowledge and Human Interests, pp 288-289).

To the extent that critique has conscquentially unmasked the invalidity
of the university’s propositional claims, the university will encounter
an unreceptive audience and will have to secure, and publicize, other
grounds for its continued self-preservation, not to mention its future
well-being.

In the context of Dewey, Arendt,and Habermas, the reconstructive
critique of an adolescent mind, regarded as the developmental product
of both self and social formation, raises fundamental questions about
the identity of both self and society. Why, for example, did that mind
appropriate other voices in lieu of creating and expressing a voice less
censorious of self? What factors converged with such power to impress
conventional categoriesof thoughtupona malleablemind self-convinced
thatit was engagingin thought by internalizing those categories? What
reward structures enticed that mind to perform as it did? What needs
had to remain suppressed so as to legitimize those rewards? What
possibilities, of both self and society, are sacrificed in the dynamics of
this suppressionand in the interests of these legitimations? In pursuing
answers fo these questions, the mind must re-iterate itself through its
own workings. By so doing, it reconstitutes the relations between mind
and self and between self and society. It thus attains a fuller literacy in
itsreadings of those relationships, intime understanding, as Habermas
writes, why

the “pursuit of happiness” might one day mean
something different — for example, notaccumulating
material objects of which one divpuses privately, but
bringing about social relations in which mutuality
predominates and satisfaction does not mean the
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triumph of one over the repressed needs of the other
(Communication and the Evolution of Society, p. 199).
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TEACHING PHILOSOPHY AS A MATTER OF LIFE AND
DEATH

Michael A. Kagan

Teaching brings risks. There are the technological and moral issues
of the sciences, the challenges to our received ways of sensing offered
by the sciences and the arts and literature, the shock of recognition from
psychological and social science studies.. . Many fieldshave their traps
and treasures. Philosophy, too,along with its consolations, has dangers
forits students. It hashad thematleast since Socrates was charged with
ruining his students’ lives some twenty-four hundred years ago.

Philosophy threatens presuppositions about fundamental issues
and is often concerned with crucial problems of human interest such as
biomedical ethics, suicide, issues concerning the nature of good
rcasoning, the nature of good evidence, and the nature and extent of
religious truth, as well as addressing questions like “how should one
live one’s life?” Part of the reason that philosophy is important is that
it can challenge presuppositions which themselves may Lo helping our
students live from day to day. That this challenge can at times be
threatening comes as no surprise to those of us who have heard shrill
and frightened responses toCamus’ essay on suicide in our classrooms.
We are morally obligated to exercise due care in teaching philosophy
and in applying our critical methodologies to any position that may
itself be keeping some of our students from being residents in mental
institutions or place holders in the morgue. Younger studentsare ata
high risk age for psychological breakdown.] We have older students
entering mid-life andlate-life crises. Weneed to be sensitive to students
of any age who have developed personal belief systems which help
them cope and which philosophical analysis threatens.

It should not come asa surprise when someone takes a philosophy
course in order to address some personal question or concerns related
to a philosophical issue. Nor is it puzzling to those of us who think
philosophy can be relevant to problems of human existence to discover
anoncologistina biomedical ethics class who wonders why more of her
patients don’t commit suicide, or to meeta studentinalogic course who
feels that he has been victimized by fallacics, and isn’t even sure what
to think of his own thinking.2 It scems obvious that philosophy touches
onlife ina philosophy of religion class. When their religious views are
threatened, people may respond in a variety of ways. Sometimes these
responses are so vitriolic that an instructor will have to eliminate
discussion altogether, turning philosophy teaching into a one-sic'ed
dialogue, where the teacher professes, and the student smolders.3

It is casy for us as professionals concerned with arguments and
analysis to forget that there may be another human being at the other
end of our criticism, so excited do we become about the issue at hand.
In the public arcna of journal debate where we contend with other
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piofessionals in the search for truth, and deliberately open ourselves
and our positions to the critical eye of our colleagues, this is one matter.
Inaclassroom containing introductory students “enjoying” dormitory
food, sleep deprivation, and radical lifestyle change, students who may
lack definite focus about their r- mn life choices, it would seem to be
another matter entirely.

No, Jamnotsuggesting that we censor Russell’sattacksontraditional
theism when we teach philosophy of religion, that we refrain from
criticizing unfalsifiable world views when we teach metaphysics or
philosophy of science, that we don’t challenge our students as we are
accustomed. ] am suggesting that we pay attention to the effects of our
words on them, to the tone of their voices when they respond to the
challenges we present to their positions and attempts at systematic
thinking. 1 think we should be willing to acknowledge that the
philosophical challenge can be real. We might want to warn our
students about what may be happening, and to be ready to respond in
a helping way when they come to us after class shaking or screamingor
obviously upset in some other way. I think we should pay attention to
more subtle signals. I recommend we be prepared to make the
appropriate referrals when we discover that what we gave as an
interesting intellectual criticism is what they received as the uprooting
of their latest psychological defense or a penetrating challenge to their
way of life.

Neither is it being suggested that we become psycho-therapists, or
that we are to blame when one of our students goes over the edge.
Nevertheless, we might be able to help by being a little more empathic,
by paying a little more attention to the responscs our lectures and
discussions generate, by being a little more careful, in the sense not only
of “careful” preparation, but of “showing care for our students.” Itmay
even be the case that when we try a little harder to pay attention to the
general motivationsbehind the questions wearc asked, we may become
better teachers, better mid wives to our students attempting to givebirth
to their own ideas.

Some of us are more teachers of our subject than we are teachers of
our students. Some excel in one direction, some in the other 1deally,
as teachers of our subject to students, we strive for both.4

In this paper, I try to show how critical thinking skills such as
context-related analysis of presuppositions, critical reading, and
empathic sensitivity to the human aspects of argumentation and
instructioncanbeapplied in particular cases by philosophy instructors
and teachers in other disciplines whosc subject matters may collide
with their students’ lives. To concretize this treatment, 1 present three
cases where empathic critical thinking and teaching seem called for:

(1) Students recovering from addiction with the help
of twelve-step programs that includebeliefina “Higher
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Power” ina philosophy classroom in which pragmatic
arguments for theexistence of God arebeing addressed;

(2) A student whose father is dying writes a paper for
a “moral problems” class about “a real life case” that
seems to reflect his present family crisis;

(3) A student’s project on abortion seems to be an
attemptto cometo grips withherown previousabortion
decision.

Let’s begin here w!*h a brief sketch of the relevant features of
twelve-step recovery programs and pragmatic arguments for God’s
existence.

Pragmatic arguments for the existence of God argue that we are
entitled on pragmatic grounds to accept claims that “work for us.” In
some areas, where evidence is not decisive, e.g, religion, believers have
the right to believe in God’s existence if this belief helps them get
through their lives. Severe criticisms have been offered against this
kind of argument by many thinkers including Clifford, Freud, Skinner,
and Marx. Suchcriticismsare appropriately discussed when presenting
and examining pragmatic arguments for religious belief in our
classrooms.

Central to mosttwel ve-steprecrs ery type prcgrams, with Alcoholics
Anonymous being the paradigm case, is the requirement that members
rely on a “Higher Power” that “could restore us to sanity.”>

Through careful listening é I discovered 1 had a contingent of
recovering addicts in once of my classes.

The general procedure I followed here was to fry to make en.pathic
sense out of what the critics criticize in such arguments.

This is what I did: 1 presented the connection between Wlllxam
James’s work on religious experience and the “Higher Power” in AA.7
And, | paid attention when these students recommended an outside
speaker from AA to present to theclass. This wasdone while preserving
thestudents’ anonymity in the dialogue, with the exception of one, who
spcke for the rest.

Now, I structure the introduction and discussion of these issues
with the awareness that they are most serious to some students. What
lamasking from you here, in the discussion periods, and fromany who
happen upona copy of this paper, is for more suggestionsand feedback
about how to teach pragmatic argument for religion, and criticisms of
such argument, to students, including those whose lives are being
rebuilt on its foundations.
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(2) A student whose father is dying writes a paper for a “moral
problems” class about a “real life case” that seems to reflect his present
family crisis.

Sometimes even a larger university is like a small town. One
student, let’s call him Ralph (whose father I know is dying), writes an
extra credit paper for amoral probleins class. The topic, one mentioned
as a possibility in the syllabus, is “the obligations of the dying to the
living.” Iread the paper, in which a “real life case” is mentioned, in
which the father of a student is dying of cancer, and in which there are
all kinds of problems since (a) the death process relates to the father’s
smoking and drinking habits (b) the family is under serious stress.
Careful and critical reading, given the context (including noting when
“slips” have been made), suggests the obvious to me, namely that the
“real life case” is Ralph’s own situation.

Context-related analysis of likely presuppositions indicates that
Ralph does not want to talk about this as his own problem. For those
of you here today, I'd like to hear what you would do before you hear my
response. & please make a note of that at this time for our discussion
period. And for those who happen tc be reading this, you, too, might
want to sketch out your own response to such a situation.

* % %

What 1 did, was to respond in kind. I made some phone calls,
checking out community resources, and asking a few questions. Then,
in my paper comments, I indicated the option of seeking outside help
along with my other comments on Ralph’s argument and presentation.
Here, for example, is the summary comment on Ralph’s draft:

In sum, this shows great promise. You have tapped
into a situation that shows how philosophy can be a
matter of life and death. 1hope you follow up on this.
And, if the opportunity presents itself, can help the
people in this real case with your own concern, your
insightsand information aboutcommunity resources.

(3) A student’s project on abortion scems to be an attempt to come to
grips with her cwn previous abortion decision.

In an undergraduate seminar on Heroism where one text, Carol
Gilligan’s A Different Voice,? sheds light on thie challenge facing women
making abortion decisions, onc of the students decides to write a story
about how an abortion decision was followed by a breakdown and
some timeina mental hospital. This being a seminar, cach student will
be sharing her /his work with the others, and discussing it. She meets
with me to discuss her project; making it clear that this was her
expetience.




Inthis case, careful listening indicates thatthisepisode has happened
recently, and that the student is just now getting back into school. The
class is shockingly good, and is likely to detect the dynamic. They also
are strikingly sensitive, and are unlikely to attack her. What kind of
advice should her teacher give her? Once again, for those of you here
now, I'd like to hear what you would do before you hear my response.
So, please make a note of your response for our discussion period. And
for those who happen to be reading this, you, too, might want to sketch
out your own response to such a situation.

* %

We talked it over. She seemed quite comfortable with doing and
presenting the project. What little nervousness that came through
seemed to be standard "I hope I do a good job” jitters. I recommended
she write in third person, and referred her to some writing exercises
from John Gardner's The Art of Fiction.10

Her third person account was powerful, and brought the class into
the perspective of a young woman who made a very difficult decision
thatbrought her in touch with aspects of herself. Noonein class treated
the character’s experience as the writer's. In discussion, students tied
in the material from Gilligan with the heroic challenge of making such
a decision.

There’s an unfinished quality to all of these cases. Perhaps it has
something to do with the fragmentary encounters we have with our
students. We meet together for a while. They go their way; we go ours.
Even when weare together, we sometimescommunicateanonymously,
as on teaching evaluations. We hardly ever meet again. Idon’t know
if that young author went on to become a philosopher or not. I don’t
know who wrote the “thank you note” ona teaching evaluation in that
moral problems class; it means one thing if it was Ralph—another if it
was not. And I don’t know if those students are still sober.

Notes

1 Such as onset of acute schizophrenia, suicide, and drug abuse.
2 One student answered when asked why she was taking an
mtroductxon to logic course, “to save my sanity.”
3 This happened in a metropolitan community college during the

past ten years, according to a prrsonal communication froma member
of that department.

4 See NellNoddings’ Caring: A Feminine Approach to Ethics and Moral
Education (Berkeley and Los Angeles: University of California Press
1984), pp. 1516, for example of this difference. Here, Noddingconsidcrs
acase wherea mathstudentcomes to the instructor with difficultiesand
disinterest in math — he says he hates it. One way to approach this is
to “project my own reality onto my student and say, You will be just fine
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ifonly you learn to love mathematics.” Another way is to begin, “as nearly
as I can, with the view from his eyes: Mathematics is bleak, jumbled,
scary, boring, bori~g, boring. . . What in the world could induce me to
engage in it? From that point on, we struggle together with it.” If the
careforthe studentiscentral here. then, shestates, “What matters tome,
if I care, is that ke find some reason, acceptable in his inner self, for
learning the mathematics required of himor that he rejects it boldly and
hon%tly

5 In a classic statement of the twelve steps, the “greater Power
occurs in step two; steps three, five, six, seven, and eleven explicitly
mention God. See Alcoholics Anonymous: The Story of How Many Thousands
of Men and Women Have Recovered from Alcoholism (New York City, Works
Publishing Company, 1951), pp. 71-72.

I have beenreminded by my colleagues, including Professor Susan
Bordo at Le Moyne, that theological language at twelve step program
meetings, e.g., references to “The Lord,” can exclude women. Other
theological aspects of this “higher power” have alienated some of my
rabbinic colleagues (according to personal communication) who found
themselves unable to continue in a traditional twelve step program.
Given these problems, as well as other issues of dependency raised by
participantsat the conference on Critical Thinking: Implications for Teaching
and Teachers in October, 1991, where this paper was first presented, it
may be useful to discuss non-theistic recovery programs. Consider,
e.g., Robert Meyers’ “Can a Secular Humanist Coexist in Alcoholics
Anonymous?” in Free Inquiry (Spring, 1987, Vol. 7, No. 2)7. Meyer
provides further references. In the same issue of Free Inquiry (pp. 7-8)
in“Secular Sobriety Groups: A Thriving Alternative,” James Christopher
argues for establishing an AA type program without the assistance of
HP.

6 No subtle technique. I paid attention when a student came up to
talk to me after class.

William James’s work on religious experience is cited to explain
the role of the Higher Power in AA in Alcoholics Anonymous, e.g., p. 38,
and p. 399.

The paper, for reasons of confidentiality cannot be shared. Those
interested in the comments (if they are willing to make inferences as to
what kind of statements in the original essay are being responded to)
can receive a copy of the comments by sending a SASE to me at Le
Moyne College with a note requesting “Cominents on Ralph’s Paper.”

9 In a Different Voice: Psychological Theory and Women's Development
(Cambndge Harvard University Press, 1982).

O The Art of Fiction: Notes on Craft for Young Writers (New York:
Random House thage Books, 1983, 1985); one exercise, if I recall, was,

.a possible exercise in description: Describe a barn as seen by a man
whose son has just beenkilled ina war. Do not mention the son, or war,
or death. Do not mention the man who does the seeing” (p. 37).

Michael Kagan is a teaching member of the philosophy department
at Le Moyne College.
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A CRITICAL PEDAGOGY OF VIRTUE

Rev. John J. Conley, S.j.

Contemporary American education usually pursues three goals:
the developmentof skills, the enhancementof theself and theawakening
of civic responsibility. Each model fosters a different conception of
educational value. The “skill” approach stresses the acquisition of
quantifiable know]edge and the development of techniques which
increase this knowledge The “self-development” approach accentuates
the psychological umqueness of each studewt with an accompanying
premium placed upon self-e: :ession. 2 The “civic” model underlines
the responsible use of work .0 foster social values.3 Each approach
subscribes to a pragmatic theory of education, inasmuch as each
conceives education’s purposeasproblem-solving, whether the problem
be construed as technical, psychological or political.

These pragmaticapproachestoeducationrequirecritical evaluation.
Not only does such pragmatism enfeeble educational alternatives by
limiting appropriate models to one philosophical horizon, it fosters an
impoverished anthropology, reducing human beings to homo faber in
a quest of improvement. The primacy of the person is easily obscured.

Ironically, onetool for critically evaluating the dominant pragmatic
model of education—and pondering alternatives to that model—is the
“virtue” model of education which dominated the West until the
Enhghtenmmt Elaborated in the works of Aristotle? ar . Thomas
Aquinas®, this approach argues that the fundamental purpose of
education is the fostering of human happiness, i.e., the flourishing of
human beings through the perfection of intellect and will. According to
this model, the primary mission of pedagogy is to foster certain
intellectual and moral habits which determine the subject’s thought
and action.

The pedagogy of virtue has identified certain specific habits of
intellect and will which characterize human flourishing. In the
intellectual realm, virtue theory traditionally distinguishes between
speculative and practical virtues. The speculative virtues are those
habits of thought which permit theintellect to pursue truth for itsown
sake. The practical virtues are those habits of mind which guide the
intellect in pursuing knowledge for the sake of action.

Thekey speculative virtues arescience, understanding and wisdom.
Science nmergcs as the habit of arriving at conclusions based upon
evidence.bItcanbeconsidered astheartofinductive thinking, especially
useful in generating new truths on the basts of already acquired data.
Understanding is the habit of logical thinking: the avoidance of
contradiction and the respect for internal coherence.” 1t is cspccmlly
powecrful in deductive sciences, such as mathernatics. Wisdom is the
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habit of considering questions in the light of first causes, especially in
light of the causality of God.8 It permits the individual to integrate
disparate bits of knowledge into a quest for the ultimate determinants
of thereal. The speculative virtues perfect theindividual in the quest for
truth inasmuch as these inductive, deductive and integrative habits
maximize the individual’s capacity to distinguish evidence from wish,
logic from passion, value from insignificance.

The central practical virtues of the intellect are prudence and art.
These habits permit theindividual to strengthen the key human actions
of acting well and doing well. Prudence is the habit of knowing what to
do.? The prudential person repeatedly demonstrates the capacity to
perform the right action toward r*hers. Moral crises, where moral
principlesappear to conflict withe.ch other, are the privileged locus for
the emergence of prudential action. Art is the virtue of knowing what
to make.™" Unlike prudence, the focus of art is the external object to be
made, rather than theintrinsic quality of the action. Although the virtue
of art includes the area of fine arts, it has traditionally been conceived
as the habit of making well in any arca.ll Although these virtues focus
upon truth for the sake of human action, rather than wruth for its own
sake, they situate human knowledge in the pursuit of an inexhaustible
good (the object of prudential action) and an inexhaustibie beauty (the
object of artistic action).

In the moral domain, virtue theorists have traditionally identified
four cardinal virtues which perfect the will in its pursuit of the good.

These virtues are prudence, temiperance, fortitude and justice. A virtue
of the intellect, prudence motivates the will by indicating the right
course of action toward the neighbor.’2 Without this guiding role of the
intellect, human willing would deteriorate into instinct or passion.
Temperance disciplines the person’s attraction to pleasure, permitting
the person to choose the proper action, even when it entails sacrifice of
comfort,13 Fortitude disciplines the person’s aversion to pain, freeing
the person te choose the moral good, even when this choice provokes
discomfort. Both fortitude and temperance stress the need to habitually
modecrate the passions through strengthening of the will. Otherwise, in
difficult moral dilemmas, the subject will refuse to follow the indications
of conscience, due to slavery to the pleasure-pain axis. Finally, justiceis
the cardinal virtue of the will. Justice represents a person’s habitual
disposition to give cach person his or her due.14 Although the modes
of justice may vary from onc situation to another,!5 the just person
habrtually seeks the good of the other. Just as fortitude and temperance
free the will from inordinate passion in its desire for the good, justice
frees the will from partiality and exclusion in its pursuit of an
authentically universal good.

The Christian variant of virtuc theory traditionally elaborates three
virtues in the religious domain which strengthen the believer’s
communion with God. Along the lines proposed by the Pauline
epistles,16 these virtues are identified as faith, hope and charily. Faith
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represents the habit of belief in God's revelation.!” Hope s the habit of
confidence in God's providence and salvat.on.18 Charity is the ecstatic
love of God and creature, rooted in divine grace.1? Although generated
by the indwelling of the Holy Spirit in the believer, the theological
virtues are not simply additions to the inteiiectual and moral virtues.
Rather, they further strengthen the intellect in the pursuit of truth and
the will in the pursuit of good. Charity, for example, unites and
intensifies the moral virtues in a single movement of love toward God
and God's creation.

Pedagogy which considers growth in virtue as the chief purpose of
education possesses certain traits which distinguish it from
contemporary models. The virtue model critically raises questions
about the presuppositions of the pragmatic approaches to pedagogy.

First, the virtue model of pedagogy stresses the integral development
of the student as the central goal of education. In the virtue framework,
formal and informal education must harmoniously foster the student’s
growth in disciplined habits of thought, moral action, technical
production and communion with God. Although the virtues may be
distinguished in theory, in practice they impinge upon each other and
require coordination in the educational process. Growth in charity, for
example, conditions changes in the practice of justice.

This insistence upon the integration of intellectual, moral and
religious habits in a single schema of education contrasts with the
splintering of educational disciplines which characterizes more
pragmatic models. In the intellectual domain, pragmatic education
concentrates upon the developmeniofinformation-specific skills. There
is only implicit support for fostering the general habits of science,
understandingand wisdom—for the flcurishing of human intelligence
as such. Current pragmatic approaches witness even greater reserve
toward the formation of moral virtue. For many educators, morality is
amatter of such privacy that therole of education in fostering prudence
or fortitude becomes problematic. Religious formation becomes even
more difficult, as it is systematically sundered from inteliectual
formation. This splintering of technical, moral and religious education
creates the daily experience of the fact/value dichotomy, where an
intense drilling in technical facts, enforced by law in the schools,
contrasts with the spotty efforts at moral and religious education
conducted, if at all, in the ruins of the family and the church. The
gropingsaround valuesclarificationand the vague revival of religiosity
indicate the uncasy void created by the disappearance of a virtue
pedagogy which proposed the harmonious development of habits of
intellect and will.

The pedagogy of virtue also focuses upon the formation of human
characterasacentral mission of education. Eveninthe purelyintellectual
realm, the virtue theory of education does not restrict itself to the
development of skills. 1t concentrates upon the formation of wise,
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logical and scientific persons who approach any question according to
the configuration of these dispositions. More importantly, virtue-
oriented pedagogy stresses the development of moral characterasakey
goal of the educational process. The emergence of the student as
courageous or chaste becomes a salient preoccupation of the teacher
and school.

WhenIwasa pupil in parochial schoolin the 1950’s, thereportcard
had two different sections. One section contained the grades for
intellectual disciplines. The other contained the grade for moral habits,
such ascourage, diligence and perseverance. The nuns would warn us,
already nascent Yuppies, that the left side (the moral virtues) was as
important as the right side (the academic achievement). By the 1970’s,
the grades on meral virtue had vanished. As one of my cousins
remarked, “How can you grade somebody on courage?” and “Your
morality is no one else’s business.” Of course, how does one grade a
person’s math or English or geography? But we continue to insist upon
such evaluation based upon quantifiable knowledge. Like religious
virtue decades before, moral virtue has retreated into an obscure zone
of privacy, aithough we remain vaguely aware thai religiousand moral
beliefs profoundly shape the public square.

One final characteristic of a virtue-oriented education is the
recognition of intrinsic worth in the goals of human endeavor. The
intellectual virtues of science, understanding and especially wisdom
arise out of respect for the truth itself. Even the practical intellectual
virtues, prudence and art, focus upon a transcendent good and beauty
whichdemand the attentive appreciation of the student. The pedagogy
of the moral virtues initiatesan asceticism whereby the student s freed
toadheretotheother througha gradual liberation from undue passion.
Similarly, the virtue of charity motivates the believer to love God for
God’s own sake rather than restrict love to a recognition for services
rendered. This liberation of the person to a contemplative and practical
respectof intrinsic values distinguishes virtue pedagogy from pragmatic
pedagogies which tend to instrumentalize the transcendentals into
practical means toward the reso’ution of problems.

The merits of a virtue-oriented pedagogy have led many critics of
contemporary education to support the renewal of virtue pedagogy as
an alternative to current educational practices. Philosophersasdiverse
as Maritain,20 Maclntyrem and Hauerwas?2 have argued the value of
an integrated formation in virtue as a replacement for the technical,
atomized and value-neutral education which still dominates the West.

This retrieval of a virtue-oriented pedagogy, however, is more
problematic than its current supporters suggest. Such a revival must
critically evaluate the anthropological and social underpinnings of
virtue theory which render the retrieval of such theory difficult in
contemporary Western culture.




First, the classical-medieval theory of virtue rests upon a fairly
uniform anthropology. Earlier pedagogues could confidently identify
the key habits for cultivation because these habits were consider~d
proper to human nature. The Aristotelian stress upon the speculative
intellectual virtues, especially wisdom, is tied to a theory of the
superiority of contemplation over manual work. The leisured aristocrat
devoted to the contemplation of first causes become the norm of human
nature fulfilled.23 The emphasis upon the discipline of the passions
through the intellect marks the classical account of virtue, rooted in an
anthropology which systematically reduced human nature to rational
nature. Although the details of virtue theory have varied, this account
of human habit grounds itself upon a unitary theory of human nature,
an intellectualist brand of aristocrat, with little berth for individual
differences.

Recognizing the exclusionary limits of this uniform anthropology,
certain contemporary supporters of the renewal of virtue education
have attempted to describe virtue in terms of relation rather than
nature.?4 Such an account would carefully attend to the distinctive
virtues which perfect the doctor or the politician, the entrepreneur or
the unionistin their respective relationships to the self, theneighbor, the
cosmos and God. Such a differential and relational approach to virtue
can mitigate the dangers of an uncritical retrieval of classical-medieval
anthropology which easily relegates the artisan to the margins of
humanity according to an implicit norm of human nature.

A related problem is the heterogeneous quality of contemporary
Western society. It is not accidental that virtue-oriented education has
thrived in societies marked by broad consensus on the political-religious
ends of human existence. Contemporary society, however, defines
itself precisely by discord upon even the most general purposes of
human existence. Formation in religious virtue in a public setting has
long proved impossible, even illegal. Formation in moral virtue has
proved problematic, given notonly the violent disputes concerning the
rightness of particular actions but also given the conflict whether the
identification of right and wrong as such is more than a product of
convention or passion. In such a social setting, which increasingly
conceives “rights” as the freedom to construct divergent personal
destinies, any formation in character becomes suspect.

The anthropological and social underpinnings of virtue theory
should caution those who support the contemporary revival of virtue
pedagogy. Opposed to the pragmaticreduction of ed ucation to problern-
resolution, education for virtue offers the alternative of an integral
formation of the person through strengthening the habits of intellect
and will. The challenge for the contemporary retrieval of virtue education
istoground suchintegral formationina pluralist, rather thanaristocratic,
anthropology and in a society where the union between throne and
altar has long since disappeared.
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THE CASE FOR INTELLECTUAL RIGHTS IN THE FORMATION
OF JUSTIFIABLE VALUES

Bertram Bandman

Introduction

Democratic values are increasingly recognized as fundamentally
important to all people at all times, a veritable candidate for counting
as justifiable values, values eminently worth teaching. Several recent
world events illustrate how rights based democratic values are on the
rise. In this paper, I will try to show that (1) intellectual rights and
virtues help advance legal, moral and political rights. (2) Legal, moral
and political rights, with appropriate intellectual underpinnings,
strengthen democratic values and institutions, and (3), the educational
formation of rights based democratic values, throughteaching, provides
justifiable criteria for distinguishing between right and wrong.

The case for intellectual rights begins with (1) the right to know,
which generates a successionof related, overlappingir “ectualrights,
including (2) the right to inquire, (3) the right to infes, .4) the right to
believe, and (5) the right to decide. (1), (2) and (3) lead to the right to
believe. This right has implications for the formation and teaching of
justifiable values in children, parents and teachers. According to “the
Ethics of Belief” approach to be applied here, some beliefs are better
than others. The right to believe imposes cognitive restraints and
responsibilities on one’s beliefs, and rules out irrational beliefs, such as
astrology, Creationism, Racism, Sexism, anti-Semitism, unfair
discrimination and repression (The latter are cited by A. Gutmann, in
Democratic Education).

Rights to know, to inquire, to infer and to believe imply the further
(5) right to decide, choose, judge, examine and evaluate. The route from
intellectual rightstolegal, moraland political rights and to rights-based
democratic values points to justifiable criteria for deciding between
right and wrong,.

The claim that ther- are intellectual rights is a controversial thesis.
M. P. Golding denies that there are such rights! whereas A. Gewirth
asserts that there are such rlghts [ will try to show that there are such
rights and that these rights are fundamentally important to all other
rights as well as to the formation of democratic values.

1. What Are Rights and Intellectual Rights?

1.1 Rights are justifiable reasons for cla‘ming, having or doing in
accordance with one’s fairshare. Fiveconditions of rights worth having
arc that 1) one is free to exercise them, 2) correlative duties and
responsibilities apyly to oneseif and others, 3) rationally defensible
principles of justice affect the meaning of any right, 4) Rights imply
enfor: ementand 5) Compen -ationis given to victimsof rights violations.
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Intellectual rights are rights to think (illustrated in the film Inherit
the Wind, about the issue of Evolution vs. Creationism), rights of the
mind, rights to haveintentions, purposes, goals, fears, hopes, aspirations,
pursuits, projects and beliefs; rights to ask questions, to probe, to
assume, expect, surmise, guess, suppose and presuppose, to examine
and evaluateand toevaluate and challenge assertions, claims, arguments
and explanations; and to acknowledge whatever rational merit there
may be in challenges by others. Intellectual rights are rights tc think,
inquire, to have and to express opinions based on reasoned arguments,
to make judgments; to form, examine and assert beliefs with ratione"
grounds and constraints.

Gewirth cites several examples of intellectual rights. One of these
is an example from A.]. Ayer’s condmons for having knowledge that
one “should have the right to be sure. “3 Asthis right “may be earned in
various ways,” it is not inborn or innate. On Ayer’s account, “one is
conceded the right to be sure when one is judged to have taken every
reasonable step toward making sure...” The right to be sure backs a
claim to knowledge, though not infallibly, accordinc « Ayer. Thereis,
however, a problem for anyone claiming to be sure, 25, ecially if one’s
grounds are fallible. There may also be controversial propositions
before us, with one group of persons believing what the other denies,
and where one needs to appeal to an impartial third party that is sure
and that is also capable of rationally persuading reluctant groups to
accept this third party’s “right to be sure.” If a third party however, has
not earned the right to be sure, it may take a fourth, fifth, sixth or seven
hundredth party to come to a justifiable decision. That is the way it is
with intellectual rights; they are soft and murky, pluralistic, flexible,
loose. For one cannot be sure about anything. I will return to Ayer’s

“right to be sure,” but for now I want to complete Gewirth’s other
examples, suchasthe “right to assert, believe, assume, consider, infer...”4
More to the point is to find earmarks for distinguishing intellectual
from non-intellectual rights, if there are any. The right to vote, for
example, does not scem to be quite like these other rights. But the lines
are difficult to draw and one might speak instead of intellectual and
non-intellectual ~spects of rights. One does, after all, think when one
votes, writes or speaks. Intellectual rights seem to strengthen other
rights.

Accordingto].Conant’saccount of Jeffersonian democracy, Jefferson
conceived of the aim of the American republic to be to combine a
universal franchise with “the aristocracy of talents,” thus implying
public enlightenment. On this view, rights to “lifc, liberty and the
pursuit of happiness” involve intellectual aspects. On Conant’s view,
theintelligent exercise of rightsare what the foundmg fathers assumed
or aspired to or hoped for in the common populace.

The right to give informed consent to policies and practices that
govern one’s life illustrates the faith in democracy of some of the
founding fathers. Theright to decide whether to give informed consent

87

[ U'




is, moreover, illustrated in a patient’s right to decide what happens in
and to hisor herbody. ]. Thomson argues thatifa womanhasany rights
at all she has rights inand to her body Intellectual rights, such as the
right to give or withhold consent, implies the widespread use of
intelligence, and supports ]. Dewey’s insight that “intelligent thinking
leads to an increment of freedom of action, an emancipation from
chance and fatality.” Yet there seem to be fairly clear examples of
inteilectual rights (where intellectual rights are clearly apparent).

2. The Right to Know

The first of these rights is the right to know. The power to decide
how to live one’s life is one of the most cherished rights of a democracy,
and it depends on the right to know one’s options, as well as to give
subsequent consent to the policies and practices that govern one’s life.
Accordingtosuchaview of rights, individuals are helped to achieve the
knowledge they need to decide intelligently and wisely the course of
life they wish to follow. A woman, along with a man, has the right to
decide whether to trust a prospective suitor in any intimate relation.
The right to know implies respect for persons who have mental states
and emotions along with physical aspects. The truth of what is
communicated and the absence of deception are involved in being
regarded as a person. Suppose Harry Jones, for example, conceals his
positive HIV status from Martha Smith, the woman he wants sexual
intimacy with, that deception is a violation of Martha’s right to be
treated with respect as a person.

According to Aristotle, all people by nature seek to know. This is
shown in the delight we take in our senses. Such a universal desire is
surely worth recognizing as a treasured intellectual right. Although
everyone secks to know, on the grounds that what one knows will help
rather than harmone, if Aristotle’s view of human natureis onthe mark,
thereis often in our lives an absence of knowledge, which is, of course
not incompatible with a desire for knowledge. We may try to make up
for our ignorance, such as when a detective is first told of a murder, but
has as yet no clue, but would like to know, and then ftries to find the
answer. As Charles Peirce eloquently phrased this sentiment, “He who
burns to leamn, no matter how small his knowledge may be, he is my
brother.” The desire to know and the right to know may be among our
goals, but one may notalways have these at hand. One also need not be
riveted by the duality between knowledge and ignorance. There are
alternatives in between these, suchas inquiry, inference, going after the
puzzle, forming a hypothesis, guessing or estimating, which is often
what we do when we drive, eat or live, for example.

By analogy, a mountain climber finds security and solace in
discoveringa path ora guideline in rocksor snow and in resting places.
Here, too, the climber after knowledge finds help and guidance in
coming upon fairly secure beliefs along the way. Such beliefs give the
climberafter knowledge a basis for acting or for taking the next step. In
aslightly different locution, M. Lipman refers to standards and criteria




as guidelines to inquiry in a roughly similar vein.”

The right to know implies the right to go wherever the way leads,
following Socrates’ noble and notable example. This includes the right
to read and to discuss argue about controversial issues. The right to
know, accordingly impliestheright tokeep the way of inquiry unblocked,
to again heed a maxim of Peirce’s. I turn then to the right to inquire.

3. The Right to Inquire

As Plato suggested, we are not gods who know through osmosis or
through some instantaneous process. We know by learning. We know
by learning to inquire. We don’t only learn facts, though we learn them,
too.

Toinquireisa necessary condition for exercising the right to know.
Our psycho-physical make-up contributes to our assertion of the right
to inquire as an important right among those we enjoy.

One may distinguish five senses of inquiry. To inquire may be (1)
to look for relevant answers to factual questions, such as “What are the
causes of various cancers and other baffling diseases?” (2) To seek
clarification, explication, or logical proof in answer to a formal or
definitional question, suchas “What s life?”” or “Whatisa right?” (3) To
ask an evaluative question, such as “What is good about capitalism or
socialism, abortion, cuthanasia, capital punishment or the right to own
agun?” (4) To expresspuzzlement, bewilderment, surprise, bafflement,
paradox, quandary, dilemma or mystery about ultimate or unusual
questions, asin Leibniz’s question,”Why is there something rather than
nothing?” or Dostoevsky’s question, “Why do human beings suffer?”
(S. Toulmin refers to the latter as an example of a limiting question, a
question tiiat seems unanswerable...) (5) To examine, analyze,
investigate, question, challenge, cast doubt on received answers to
formal, factual, evaluative and ultimate questions in (1) through (4)

Some inquirics can only be expressed as bafflement asin (4). Other
inquiries are straightforward factual questions, as in (1), such asa job
application form requires. To some kinds of questions, there are
confirmable or relatively well established answers. For still other
questions, there are reasons to examine and rigorously to question
answers given in (1) to (4). To inquire in either of these senses is to
inquire in the last sense of the termas well. Inquiry may occur in either
or all of these five senses, but to inquire consists in notblocking the fifth
sense from applying, except for rationally justified limits to inquire,
following C.S. Peirce’s adage, “Do not Block the way of inquiry.”8

One may gather from this account of the right to inquire that this
rightdependson intellectual virtues, such as wisdomand courage, and
adeeply entrenched respect for, and commitment toward, maintaining
freedom, truth and justice.




To have a right to inquire based on freedom is to be accorded a
sphere of autonomy, to exercise one’s right as one chooses and to be
immune to the charge of wrong doing for exercising one’s right. The
right to be free to inquire includes the right to choose between options
p orq as to which is correct. The right to be free to inquire importantly
includes theright not to bebrainwashed, lied to, kept ignorant, deceived,
tricked, unwillingly put to sleep or given tranquilizers, Ritalin or forced
to beg or have one’s body touched or intruded without permission, or,
more generally, treated involuntarily or coerced without compelling
justification.

Astherightto inquire is addressed to the educational formation of
democratic values held to be justifiable, the right to inquire is about the
child’sright to inquire and the rational limits placed upon such a right.

4, The Right to Infer

Inquiry is not always successful or a completed act of thought.
Sometimes, one infers, guesses, surmises, concludes and a series of
inferences rnay comprise an inquiry or investigation, philosophical or
otherwise. One may accordingly ask if there isa right to infer as well as
to inquire. If there is a right to inquire, then there is a right to infer to
aconclusion. Toinferis to take one propositionas givenasassumed and
arrive at a further proposition, judgement, decision or choice as one’s
conclusion. To infer is to judge, evaluate and to examine the relation
between premises and conclusion; and this may extend from formal
logic to the complex findings of astronomy or medicine.

To have the right to infer mear.s one has carned the appropriate
credentials, whether it is as a physician, engineer, accountant, lawyer,
teacherorstudent. To have theright to conclude means one has the right
tojudge, chooseordecide, and this applies to a gardener, horticulturist
or chef.

Can one stop one from drawing faulty conclusions? Competent
examiners, teachers and professors do it all the time in evaluating their
students, whether in biology, psychology, history, physics, music, law,
medicine or philosophy. The grade of F is a way teachers have of
stopping students from making poor inferences. Moreover, employers,
whether supervisors, managers or owners, judge their subordinates
and hire, promote and fire them on the basis of the effectiveness of their
subordinates’ inferences, guesses, estimates, conjectures, speculations
and judgments.

A personwho regularly achievesresultsthrough inferencesadds to
our hope, trust and confidence that the next series of inferences before
us are the right ones, and gives to a person who makes such inferences
the right to infer.

According to Jocl Feinberg,
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Rights and liberties are bestowed by rules of many
kinds — rules of games, such as chess and baseball,
rules of nongovernmental institutions such as clubs
and learned societies, even the rules of logic, which
grant usunder certain conditions, the “rightto infer.” 10

One could add that thereare rules of science as well and that these,
too, grant us under specified conditions rights to infer on the basis of
whatis given. Socialinstitutions, including schooisand colleges similarly
have rules that award to those who operate within them specifiable
rights to draw inferences in keeping with their activities. Those who
function in schools and colleges include children whose very futures
depend ontheir and our ability to develop inferential skillsand powers.

5. The Right to Believe

Rights to know, inquire and to infer culminate in the right to
believe. Sucha right has been pressed by writers, such as Locke, Hume,
Russell, and, most prominent of all, William Clifford, in an essay, “The
Ethics of Belief.” Such a right has recently been defended by Gewrith.
Among those who defend the right to believe are those who argue that
one only has a right to believe if one has adequate, relevant evidence.
But defenders of such a right are not only confined to those who are
called “Evidentialists.” In fact, W. James’ essay “The Will to Believe”
wasintended to strike down Clifford’s idea that one may only act if one
has an evidentially based right to believe. One James’s account, one
need not have either complete evidence or even any evidence to have
aright to believe. But James does not disavow that one may havea right
tobelieve. Heeven prefers evidence, butheacknowledges that there are
actsin life that require one to make decisions about which the evidence
may not be available. He cites an Alpinist who must risk his life either
by leaping or remaining on a dangerous precipice and who narrowly
avoids a disaster only by leaping. For James the conditions for having -4
aright to believe are not as stringent as they are for Clifford. B

Other critics of the right to believe are less gentle. One such ‘
challenge from an Engiish professor and colleague, R. D. Spector, goes o
as follows: “Who can stop me from believing anything I want?” A still ¥
further type of challenge is by Matthew Lipman. He identifics the
Cliffordian Evidentialistrequirements for havinga right to believe tobe
a form of thought control, repugnant to the freedom to think and an
unwarranted interference with a person’s psyche, a gross violation of :
theright toa person’sinmost privacy.11 According to Lipman, one may ’
believe whatever one wants, and no one may interfere or intervene. To
interfere is to engage in totalitarianism, an unacceptable form of
repression, anathema to free minds.

Thereis much to be said for these challenges about which more will
later be said. Although I think I understand thase challenges to a right
to believe, 1 join in the defense of such a right. As for the first challenge,
“Who can stop one from believing?” the answer is in one respect “No
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one,” if one means by one’s beliefs one thoughts. For one can think and
believe whatever one wishes in the privacy of one’s mind. But in
another respect, namely the expression of one’s beliefs, the community,
a corporate body or a stroug family member can interfere with the
expressionand developrnent of one’sbeliefs. A community that opposes
the theory of evolution, for example, can interfere with the expression
and development of the teaching of evolution, as the Tennessee Scopes
trial amply demonstrates. There have been other notable challenges to
the right to believe, including the attempt to suppress Socrates, Galileo,
Darwin, Pasteurand Freud, tocite a few.I will turn to Lipman’s concern
in a short while. But first there is this note to consider.

Recently, R. M. Chisolm has recast “the ethics of belief” debate as
an issue between those who, like R. Firth, argue that epistemological
justification is an analogue of moral justification in distinction to those,
like Chisolm, who hold that epistemic justification is a subspecies of
ethical justification.!2 One might pose some other questions: Which is
the king or rule maker of justification, ethics or epistemology, esthetics
or some other? What field or intra field sets the standards for justifying
factsand values? C.S.Peirce held thatlogicand ethics worked underthe
rubric of the normative or ethical. To those philosophers, as with Plato
before them, when estimating the role of the true, the good and the
beautiful, the good wins out, calls the shots, provides the criteria. The
episternic, the true, works within the moral and the normative. That is
where Chisolm is coming from. To elaborate further, the question
Chisolm poses is this: Is an epistemic duty “not an ethical duty”? Or is
an epistemic duty one that “pertains to believirg reasonably”? What is
the underlying question in “the ethics of belief”? Is it what to believe or
how to justify epistemic and ethical statements? To Chisolm and to
Firth, the question is how to justify epistemology and ethics either that
epistemology is an analogue of ethics or that epistemology isa subspecies
of ethics (Chisolm).

One might argue that truth drives goodness, that the epistemic
drives morality, largely along the lines of Kant's “ought implying can.”
That is, if people know better between alternatives, then they are
responsible to do the better one. Without the realm of truth, there is no
goodness; and within epistemology, which yields the evaluative use of
t/f predicates, there is the doxastic domain, where beliefs are the coin
of the realm and some are judged better than others.

Belief is partway between knowledge and ignorance. Belief is often
all wehavetoacton. Beliefsare what wein theend have to trust, largely
because we have nothing else to go on. So, we appraise people’s beliefs
as we do their looks, their clothes, their pedigree; only we take their
beliefs more seriously. We hire and fire people because of what they
believe, exceptinan utterly two faced society thataboundsin hypocrites
who say they believe one thing while doing another. And we are hired
and fired, promoted and demoted, and esteemed well or badly by our
beliefs. Our beliefs are the closest things to our “souls,” minds or
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innermost beings, because they are and reveal our character, what we
are prepared to do under certain conditions and provocations. On one
account, Socratesidentifies hisbeing with hisbeliefs,and he continuously
examines his and other people’s beliefs.

About one’s beliefs there is the laborer who wiil strike if not
permitted to have the free use of soap in the company washroom; the
professor who will speak only French for the entire hour during an
advanced French literature class; the tourist who visits old ruins, the
patron who eats the lobster on his plate, the dentist who uses a high
powered drill torepair a patient’s cavity. These and countless othersall
do what they do because of what they believe. The world is for us not
only what we wish or perceive, but what we believe. We take theactions
we do because of what we believe there to be. Beliefs undergird actions.
We control our carsat the speeds wedo because of our belicfs that going
faster or slower is not as efficient, safe and desirable as maintaining
those controls.

If one can’t read carefully and is not supposed to use regular milk
because of its fat contentand one sees two milk containers, one marked
""Skim,” the other plain, and one careless uses plain milk, in time there
may be consequences. Epistemic considerationsof t/f obtain. Is it skim
or plain milk? “Trivial,” says Henry. But there are analogues that are
serious. A driver doesn’t pay enoughattention to the “slow” and “’stop”
signs. Payingattention isa driver’s responsibility. Holding responsibly
held beliefs about the road conditions makes a difference to the safety
of everyoneinvolved. Believing that speedingand smoking are harmless
contributes to danger. A patient wants to stay alive and is told by his
doctor to takea particularmedication, G, which Max hasn’t the expertise
or time to research. The doctor has strong evidence and believes truly
that G is better than any alternative. Max’s well-being depends on his
believing in the doctor. Here, “ought implies can.” The epistemic
principle that the truthmattersand whatone truly believes matters. The
epistemic drives the moral. The moral turns on the epistemic. It pays to
believe that skim milk is better than regular milk, at least for the dieter.

This lecads me to a slight digression to Ayer again. One could fault
his notion of a right to be sure on several grounds. One is *"at one
seldom carns the right to be sure in the face of a fallibilist universe and
against a sea of counterexamples. However, in favor of the essential
ideabehind sucharight s that one may modify sucha right to mean the
right tobe reasonably confidentortobelieve reasonably. Weoftendon’t
know, and aren’t sure, but we can and do have a fall back position. We
can believe, butamong beliefs, someare frivolous, At the other extreme
some beliefs are excessively restrive. (I am influenced here by a paper
by I. Levy). But there is a third alternative, responsibly held beliefs. The
upshot is that onc has the right to be less than sure, just reasonably
convinced. If one can have the right to be reasonably convinced rather
than sure, then one can have the right to belicve.
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According to a well worn theme, belief is part way between
knowledge and ignorance. Whereas to know is to be sure, to believe is
to be reasonably confident. To believe is to acknowledge an absence of
knowledge. A belief, however, need not be purely 3psychical or
exclusively internal to a person. One can share a belief.!

Beliefs are not all there is to aciion. There are also desire and
obligation.I. Copi presents a helpful example. My eating what ison my
plate depends on my desire to eat and on my belief that what is on my
plate is edible. Beliefs are a necessary but insufficient condition of
action. In some recent bombing, the Allies believed that they hit
bunkers in Iraq, although they hit air raid shelters with women and
children inside and a hospital nearby. The airmen’s beliefs were faulty.
False beliefs are a cause of human tragedy. The epistemic and the
doxastic drive the moral.

To bring this to Lipman's corner, one may distinguish two senses
of a right to believe. If one prefers to be left alone then believe as you
wish. But if you want reasonable guidelines to believing wisely, you
will identify a preferable belief as one backed by reasons and evidence
wherever possible. More people will trust you if yourbeliefs are shared,
openly stated, reliable and responsibly held.

Perhaps Clifford’s requirement is too stringent. Chisolm’s view
thatabelief isinnocent until proven guilty is, perhaps, too freeand easy
to be useful. A middle course is to have adequate or reasonable beliefs
along the lines of Russell’s Precept of Veracity, which holds that a
rational person is one who believes in proportion to the evidence. We
may refer to this person as a Method ological Maxim, which says:If you
want your belief to be worth holding, you will seek reasoned evidence
for that belicf. Although beliefs aren’t all true or false, enough of them
are, orat leastright or wrong;and, in either event, better, it seems to seek
the trueor right belief over the false or wrong one. Why believe if itisn't
true or right? Who among believers wishes to be deceived?

Beliefs are the coin of the realm; they affect action. Their value is
vital to performing good rather than bad actions. Putting the epistemic
and doxastic horse before the moral cart helps one exercise one's
examinable moral principles and beliefs, and to do so in accordance
with a saying of C.I. Lewis’s that “we could handle the villains if it
weren’t for the fools, who act on dubious principles and beliefs.
Improving our morality depends on examining the epistemology of
beliefs that drives our morality.

The right to know implies the right to inquire, which in turn,
implies theright to infer, examine, evaluate and judge. The right to infer
givesrise to theright tobelieve in one’sconclusions. The right to believe
is the right to come to settled opinions and claims, to cxpress one’s
assent or acceptance and commitment to a stand. The belief one comes
to is never irrevocable, but it is cognitively strong enough to justify
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one’s have a right to hold such a belief.

6. The Right to Decide

The right to believe implies the right to decide. One belief, for
example, in voting for a candidate is expressed in voting for that
candidate. Theright to believe implies the right to decide. To believe in
acandidate impliesthatoneis prepared to vote for that candidate. Belief
implies action,

7. The Link Between Intellectual Rights

Intellectual rights are linked in a coherent, consistent manner. The
fifth flows out of the other four. Even if the object of the first, to know,
isoftenunachievable, the fourthandfifth, to believeand todecide toact,
are achievable, but only through the exercise of the interim rights to
inquire, to infer and to examine.

8. The Impact of Intellectual Rights on the Formation of Democratic
Values

The rights to know, inquire, infer, believe and decide help generate
procedures, processes, paradigms, valuesand institutions withfocused
energy and constraints that contribute to “a community of inquiry.” To
such a community, involving rational “checks and balances” and rule
by all who participate with appropriate training, freedomand democracy
thrive. Intellectual rights provide conditions for the development of
rights based democratic values. The recognition of intellectual rights
therefore contributes to a community of inquiry, one that fosters legal,
moral and political rights, which, in turn, helps advance rights based
democratic values.

Conclusion

The case for intellectual rights contributing to the formation of
rights based democratic values begins with the right to know implied
by the consent phrase in “The Declaration of Independence,” which
states that those who govern do so with “the consent of the governed.”
One cannot intelligently give consent without the right to know. The
right to know, in turn, generates the right to inquire, the right to infer,
the right to belicve and the right to decide. The right to believe,
discussed by William Clifford implies cognitive restrainis and
responsibilitics on both the content of one’s beliefs and the manner of
maintaining those beliefs, such as the belief that pathogens rather than
evil spirits area cause of infectious diseases. Finally, theright tobelieve,
crucial to rational rights based values, implies the right to decide to act
in accordance with one’s beliefs.

Intellectual rights are linked consistently, cohcrently. The fifth, the
right to decide, flows out of the other four. On this view, the right to
believe augments the right to know as a sustainable goal of education.
But the cupboard of intellectual rights would be bare without a decp
background structure of intellectual virtues, the cement of rights
language. These virtues include integrity and respect for truth, trust,
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commitment to “a rationalcommunity of inquiry,” wonder, generosity,
¢? g, courage, an enlightened perspective and love of wisdom.

If intellectual rights and relevant skills of intellectual criticism are
appropriately imbued in human activities, processes and institutions,
including families, schools and colleges, and public places that foster
related virtues, then rights based democratic values flovrish and have
a chance in the struggle between competing values. Rights so formed
provide an effective foil to nondemocratic ways of life, and help one to
choose between right and wrong.
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THE ROLE OF THE UNIVERSITY IN TOLERATING,
SUPPORTING OR OPPOSING POSITIONS OF “POLITICAL
CORRECTNESS”

Marcia Sachs Littell

I wonder how many of us here know where the term “Politically
Correct” originated? It was a term which was applied during the
Stalirist era, in the communist party, to the discipline which kept the
“intellectuals” inline Whether it was the Soviet/Nazi Pact or the attack
on Finland or some other change of “line,” the campus comrades, the
intellectuals, were supposed to give it the politically correct
interpretation. They helped “sell” the party lineand make itacceptable

to the people,

Today, “politically correct” itisa phrase used to describe those who
support the liberal agenda. The truth is sometimes liberals do throw
slogans around and “conservatives” respond with their own slogans,
one of which isthe slur “politically correct.” Perhaps in this conference
we can practice some critical thinking and avoid sloganizing on cither
side.

There is an irony of history related to the present controversy
concerningacademicfreedomand academicdiscipline: wearecurrently
commemorating the 200th anniversary of the Bill of Rights. The
fundamental Western values of freeinquiry and free speechare presently
under examination. One urgent question is whether in 1991 we have
university leadership strong enough to maintain academic standards
and also protect intellectual freedom.  Another urgent question is
whether the professors are capable of self discipline. Toward what
future are the professors ushering the way this time around?

Nearly half a century has passed since the death camps of Nazi
Germany were liberated. As since that time the years have passed,
those most decply involved in the study of the Holocaust have become
increasingly aware that notonly the pathological event mustbe studied
but also the implications for the present and future must be drawn. We
notonly tell the brute facts of the Holocaust; we also claim to point out
its lessons.

As people of the campus we are confronted by the Holocaust in
painful ways. The more we examine the Holocaust the more we see
how university leadership failed the people. And we see how the
products of the modern university, the alumni of the great universities
of the Weimar Republic, the graduates of an institution once referred to
as universitas fidelium, ("fellowship of thefaithful”) served an evil cause
and even initiated evil programs. The professors operated the great
engines that turned out thousands of competent technicians whose
morals, ethics and commitment to human life were not a notable partof
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the record. These were modern men - of the university, of science, of
high technology. They were governed by the premise that whatever
could be done - would be done.

Professionals did more than cooperate with the Reich. Architects,
engineers and chemists did the research required to build the Death
Camps and make them efficient. University professors of philosophy,
history and biology did the nccessary theorizing to make Nazism
appear legitimate. They revised biological theory to justify human
breeding camps, enslavement and mass murder. Attorneys found legal
precedentsto justify monstrouscrimes. Professionalslike Josef Mengele,
a man with two doctorates (a Ph.D and an MD) who performed
diabolical experiments on helpless human guinca pigs, symbolizes the
learned form human evil can take in modern society.

Mengele and professionals like him were not the products of Nazi-
run universities, but of universitics widely regarded as among the best
in the world. It was the pre-Nazi university of the 1920s that failed to
infuse ethics and humanity into their graduates, that instead produced
masses of technically cornpetent barbarians.

The question for those concerned with peace and justice, with the
dignity and integrity of the human person, is this: What have we
learned from this watershed event in Western Civilization? Are our
modern universitics in 1991 doing a better job in preparing doctors,
lawyers, business exccutives, scientists, theologians and teachers with
amore sensitized understanding of the value of the human person, with
a deeper commitment to life? Do our skilled scientists and nuclear
physicists have a commitment to maintain the highest level of ~orals
and cthics, a commitment to social justice, that equals their devotion to
technical proficiency?

In seeking some of these answers relating to the modern uriversity
of 1991, I turned to a recent best seller,a book written by the Dean of the
Faculty of Arts and Sciences of Harvard University: The University: An
Owner’s Manual. Dean Henry Rosovsky in his book reviews the mores
and mission of America’s colleges and universitics. He directs a special
message to each of its “owners.” Among these “owners” he includus
students and their families, alumni, faculty, donors and trustees.

In discussing the role of the university and academic governance,
Dean Rosovsky takes the view thatonly limited subjects are of concern
to university administrators and professors; namely, “what do we
teach, whom do we admit, how do we select professors, how do we
govern ourselves and determine tenure procedures.....” These Dean
Rosovsky considers the fundamental issues. He goes on to declare that
these are “for universities, the true, difficult, and timeless questions.
They never go away.” He is clearly able - in his manual - to segregate
his moral and ethical accents from his responsibilities as a citizen.
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Rosovsky says he does not believe that education can solve the
problems of social justice or rectify “social ills.” He relegates issues of
general “socialjustice” to thecategory of “external relations” (community
rclations), which he does not think to be a major concem to the
university “owners.” Theimpingementof socialissucsontheuniversity,
he states, lie within the jurisdiction of the college presidents. Toomany
of us, he states, tend to confuse good education with good character.
“The relation between character and education is weak.” Finally, he
concludes, “the university can produce new knowledge, teach
professional skills, and the liberal arts. We cannot alone cradicate
racism, poverty, the usc of drugs.” He does however spend a bit of
printed space on faculty relations with students (including sexual
harassment), strongly advising faculty and administrators how to stay
out of trouble. We cannot, he says, “be a paradise island in a sca of
discontent.”

Thus, according to the Dean of Arts and Sciences at Harvard
University, “we train students in the state of the art while attempting
with all energy to change the frontiers of that state.” His perspective,
as winsome as it is in some respects, is introspective, insular and
clannish, In sum, the Dean of Harvard College today takes the same
position as the German intellectuals before Hitler came to power,
namely thatthe university itselfand its professorsareabovepolitics. The
modern university is not above politicsand never hasbeen. Themodern
university has a very definite role in relation to matters of social
responsibility. It created the structures of western civilization and
advanced industrial socicty. It also created the Holocaust and the war
machines which propelled both sides in the recent War of the Persian
Gulf. Until the rise of the modern university the dominant elements
were - in something called “Christendom” -invested intheclergy. Not
so today. Even the stealth bomber, even chentical weaponsand nuclear
fission, are products of the modern university.

In attempting to understand Nazism, to explain Hitler’s rise to
power, to measure the responsibility of a literate people for the
devastation wrought by the German Third Reich, we continue to ask,
“How was it possible?”

It would be easy for us to understand if Germany had beena nation
of ignorant, superstitious, illitcrate savages. But with a nation where
learning and culture were so greatly acclaimed, it seems beyond
comprehension how people could have stood by and watched their
country slide into a killing program of such magnitude.

Many peoplewantto think Nazism wasanoutbreakofirrationality.
On the contrary: the tragedy is that the programs of the Third Reich
expressed rational purposes, however peoverse. The killing centers
werg, like their inventors, products of what had been for generations
one of the best systems in the world for training and honing the life of
the mind. Himmler was always proud of the high percentage of Ph.d’s
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in his officer corps. He warned his men against yielding to the human
touch, praising the eiskalt quality of a cold-blooded and “objective”
performance of their task. Outof the 14 department heads that Reinhard
Heydrich gathered at the Wannsee Conference (January, 1942) to plan
an efficient operation of the “Final Solution,” eleven had doctorates. It
is fair to say that without the cooperation of the educated professional
elitestheNaziregime could not have gained power, ruled the Continent
for a time, and threatened the entire western world.

Thinking themselves to be “above politics,” the German professors
created an environment within the universities that promoted
conformity, passivity and acontempt for democratic political action. At
the same time they opened the minds and hearts of their students to the
nationalism and romanticism that flowed into Nazism.

Some historians have sought to explain Nazism by the economic
depression, bya psychological predisposition to submission to authority
on the part of the German nation, or by the power vacuum created by
the Kaiser’sabdication. Whileall of these factorsar: relevant, one must
keep in mind two major negatives pointed out by Professor Franklin
Littell in his book The Crucifixion of the Jews (1975). Littell demonstrates
the failure of the church leadership to take a strong stand against Nazi
idolatry, a capitulation that permitted the killing machine to function.

To this “credibility crisis of Christianity” was added a second: the
moral failure of the modern university, with the resulting “credibility
crisis” for higher learning and its chief representatives. The credibility
crisisof Christianity isof course a problem for Christians. Thecredibility
crisis of the modern university is something which calls for the attention
of Christians, Jews and all others of conscience.

Dr. Alice Gallin, during her doctoral study at Catholic University,
also illuminates the latter theme, the “credibility crisis of the modern
university.” She has added to the mounting evidence indicting the
German professors as facilitators of the emergence of the Third Reich.

We have stressed the German crisis, butall of Europe was affected.
Asearly as 1926, writing in France, Julien Benda pointed outin The Treason
of the Intellectuals that the professors were betraying their calling. Benda
thought the intellectuals should maintain truth against transitory fads
and keep to the high standards of civilized society. Instead, he warned,
the intellectuals of the 20th century had lost their moorings and were in
tow to political and economic forces. He details in his book how the
educated elite abandoned cultural leadership in the West, allowing an
atmosphere of ethical and intellectual relativism to justify their retreat
into their own professional concerns.

Duringthe heightof American concern over therole of the university
in public policy in the late 1960's, Benda’s book was reissued here in
popular form (1969) in New York. Examination of Weimar Germany
100
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was being used to explore Post-World War Il America. The topic still
torments us.

The historical study of pre-Nazi universities in Germany has
continued to be a major theme for those re-thinking out value systems.
Immediately following World War II, in 1946 under the imprint of the
Yiddish Scientific Institute (YIVO), MaxWeinrich pointed outin Hitler’s
Professors: The Part of Scholarship in Germany’s Crimes Against The Jewish
People, how the intellectuals had made themselves technicians rather
than persons of wisdom. They accommodated to the spirit of the times
and the demands of the Nazi movement. Professor Weinrich dealt in
specifics, including theevil actions of certain named professors, among
them Nobel Laurcates.

Almost twenty yearsafter Weinrich, George Mosse also conducted
a study of the intellectual problems and failures that allowed such
cooperation between university leadership and genocide: The Crisis of
German ldeology: The Intellectual Origins of the Third Reich.

I earlier mentioned Alice Gallin’srecently published study, Midwives
to Nazism: University Professors in Weimar Germany, 1925-1933. She
investigates the role of the professors in preparing the way for the Nazi
Third Reich, likening their function to that of a mid-wife.

The midwife, with her spocial skills and training, facilitates the
birth of a child and assists the pa: ents at the crucial moment when the
new being is ushered into the world. The midwife, of course, never is
held responsible for the conception nor for how thechild turnsout later
in life.

Alan Beyerchen showed how this same procedure worked with
scientists: Scientists Under Hitler (New Haven, Yale University Press,
1977). Beyerchen showed that the vast majority of scientists were
neither pro-Nazi nor anti-Nazi: they simply wanted to be allowed to
practice their trade undisturbed, “above politics.” The few who opposed
the regime resigned - for example Einstein, Franck, Haber and Stern.
Their resignations served the Nazi purpose of removing all opponents.

G.W.Blackburn showed that while the Nazis were not particularly
interested in academic course content, they were involved in a massive
iz-education effort to control the minds of the youth of the New
Germany. Teachers caved in to simplified heroic legends and all-or-
nothing comparisons. Marxism and Christianity were both presented
asenemies - ideological and spiritual - and the past was manipulated to
support Nazi racial theories. (Education in the Third Reich, Albany,
S.UN.Y. Press, 1984). Blackburn built on an earlier work by Werner
Richter (Re-Educating Germany, University of Chicago Press, 1945).
Richter detailed the collapse of the education system. He showed that
the Nazis were casily able to manipulate teachers because the teachers
in the common schools were trained solely as technicians, with the
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emphasis on methods rather than cultural content. They were pleased
to have their position enhanced, to the disadvantage of the university
elites whom they envied. In The German Phoenix (1960), Franklin Littell
shows how the post war re-education of all of the German professions
was invariably a matter of restoring the balance of ethical and cultural
content over against mere technical competence.

Robert Lifton’s The Nazi Doctors: Medical Killings and the Psychology
of Genocide (New York, Basic Books, 1986) depicts the psychological
power of the accouterments of science and medicine in creating a
submission to sterility and uniformity, thus providing authoritative
support for genocide. Newresearchdone in Germany by Benno Mueller-
Hill presents the same processat workin pre-Nazi and Nazi Psychiatry.

These studies of the ways in which various professions failed to
stop the Nazi regime and then served it loyally all spotlight the
conditions in the modern university and the collapse of professional
ethics. The professors turned their backs on the social contract theory
and other Western understandings of the relationship betweena people
and its government. The academics joined the masses in approving a
notion of Volkstum (race, nationality, peoplehood) that preceded and
transcended the state, an idea rooted not in geographic or politicai
boundaries, not in constitutions but in blood, soil and Volk.

Most German professors believed thatacademia and politics could
be divorced. Yet they represented a powerful political factor, whether
theyrecognized itor not. Theirretention of nationalisticand monarchical
views and their failure to support the republic opened the way to the
Nazj alternative.

A clear example of thisis evident in the report of an interview with
Albert Speer in his home in Heidelberg, after he had served 20 years in
Spandau prison. In reflecting upon his actions during the Third Reich,
Speer makes it amazingly clear how as an educated man he was able to
compartmentalize his mind.

At Nuremberg, he took “full responsibility” for crimes against the
Jews. Yet it remains evident that the German university that trained
him failed to provide its student with the ability to think critically and
to ask the proper questionsin the political sphere. We will noteven hint
at any effort to form a fully integrated human being - committed to the
soul as well as the mind.

The university as such, disloyal to republican principles but not
vigorously formative of persons of ethical and professional discipline,
could not produce resistance to Nazism. There wasone brightincident
in therecord of the universities during the Hitler period, but it came not
from the professors—but from students. Hans and Sophie Scholl
formed the White Rose and took their stand against Nazism from
lessons learned from their parents, not from qualities learned from their
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professors.

Cerman professors clung to outmoded patterns of thought and
action. They perpetuated myths of Volk that undermined liberty and
pluralism. They never understood that professors representa powerful
political factor. Like Albert Speer, they never fully understood the role
they played in bringing the Third Reich into being. Unlike Speer, most
of them never admitted their complicity, even in retrospect.

Into the vacuum that the old time professors left there rushed in the
young activists who believed that the university should be an adjunct
to the party and its program.

The lessons of the Nazi period have taught us that the university
must serve as a model. The university is not above politics and it is
unable to escape modern society and its problems. It must serve as a
model of higher ethics and of higher morality. Justas children need role
models so does society need a rolemodel. The university cannot preach
justice and democracy uniess it practices those virtues within its own
ranks. It may provide a campus forum for public policy. But the most
effective method of teaching within the modern university is through
its actions.

The modern university has a clear and definite responsibility to
confront the Holocaust - the bitter fruit of its perversion and the
corruption of its elites - and to provide a worthy model. Regardless of
what the school catalogs say about the institution’s devotion to values,
republican principles and democratic politics, regardless of what the
professors and administrators say about “objective” scholarship, most
of the universities today in America are doing what the modern
university has always done: produce technicians for the market place.

The role of the university should be a model of democratic self
discipline and to maintain the integrity of its mission in the society.
Further it is the role of the professors to attend to the responsible
exercise of liberty and to the cultivation of critical thinking rather than
submit to the mouthingof slogans. This must be done while maintaining
respect for the dignity and integrity of the human person.

Most of all the university must walk the line and find a way to be
morally and ethically relevant without allowing it to succumb to
manipulation from the outside.

Dr. Marcia Sachs Littell is a Holocaust educator, author and lecturer.
Her seminars and teacher-training workshops have taken her to 33
states and 5 countries including the Summer Institute For Teachers at
Yad Vashem in Jerusalem. Dr. Littell teaches in the division of
Continuing Education at Temple University.
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MATHEMATICAL INVESTIGATIONS: A COURSE IN
CRITICAL THINKING

Gail Kaplan

How do we encourage our students to develop the ability to think
critically? How can the discipline of mathematics be used to seduce our
students into developing creative thinking skills? What can we do to
lessen theanxiety that often livesin the heartsand souls of our students?

This article will focus on classroom strategies used in a course for
nonmath majorsthatencouragesstudents not only to enjoy mathematics
but also to learn how to think mathematically. Mathematical
Investigations, according to the catalog, is a course whose objective is
“for students to acquire skill in executing the processes involved in
investigating objectsand ideas of mathematical interest.” Inreality, the
course isan exercise in the nature of critical thinking in the discipline of
mathematics.

What does successmean for aliberal arts mathematics course? First
and foremost, it is necessary to recognize the primary goals of such a
class. We need to keep in mind that we are not aiming to reproduce
mathematicians. Rather, we want to instill an appreciation and
enjoyment of mathematics. Ourstudents need to learn how to think, to
think critically, to think creatively, to think mathematically. Since the
heart of mathematics is the discovery process we need active
participation. Discovery is not a spectator sport! As the semester
progressesthestudentis expected to gainindependenceininvestigating
mathematical questionsand leading discussions on these investigations.

Our desires are admirable but how do we accomplish such lofty
goals? Perhaps the first step is to recognize the psychological world
many of our students inhabit. For the majority of these students even
the word mathematics itself is scary. Perhaps we should rename the
course as “Math for Poets!” so that the nonmath major feels more
comfortable. Class time is most effectively used by having the students
actively participating. Thisgenerally translatesinto using classactivities
thatarebased on group work. Although one individual workingalone
may quickly reach an intolerable level of frustration, two students
working together helps to relieve the tension. They laugh at each
other’s mistakes. Often they can see what is wrong with another
student’s idea more readily than they can see problems with their own
work. The group work is advantageous for the talented, the average,
and the poor student. The students find it far easier to ask “stupid
questions” whenthey are working in the nonthreatening atmosphere of
a small group.

Most students who take a mathematics course at this level are there
to fulfill a distribution requirement. Hopefully, the fun nature of the




course will inspire the students to expend a reasonable effort. Students
like to have a text, so we use Thinking Mathematically by John Mason
with Leone Burton and Kaye Stacey. This is a delightful book on how
to think mathematically. It explores problems in detail and then
generalizes about the techniques that are used.

On the first day of class we discuss the course requirements. The
students are expected to attend all classes. Course grades are based on
class participation, hour exams, and written assignments. There is a
liberal rewrite policy so that even the weakest students can do well in
the writing portion of the course. Throughout the semester thereare six
or seven shourt papers. This helps reinforce the ideas that mathematics
is not just numbers. Mathematical ideas need to be expressed well in
written form so that they can be shared. A significant side benefit of
writing requirement is that the students must learn to use word
processing. For the student, the written assignments generally present
a twofold challenge. First, the student must develop the ability to
express mathematical ideas on paper. Secondly, the student must
develop the ability to create solutions on theirownand explain themon
paper. Several of the written assignments are based on problems that
have already been solved in class. For these assignments the student
can focus on the writing. The explanations should make both the
problem and the solution clear to a nonmathematics major who is not
in the class. The students are constantly reminded that solving a
problem ‘ncludes not only finding the “answer” to the stated question,
butalso generalizing the question and finding the general solution. The
writtenork isreturned rapidly witha written evaluation that pinpoints
the aruas that need improvement. The paper is evaluated in five basic
areas: 1. the statement of original problem, 2. the accuracy and
justification of the solution to original problem, 3. the statement of the
general problem, 4. the accuracy and justification of the solution to the
general problem, and 5. the style and quality of the exposition. Each
student is encouraged to discuss the paper with the instructor and
complete a revision of the work. The policy on revision encourages
quality work, but it is hard on the instructor. In one class the semester
started with an unlimited rewrite policy, but by midterm this was
restricted due to the quantity of rewrites in this class. It seemed that the
students were only making slight improvements to the papers before
handing them in again. When the number of rewrites was restricted,
the degree of improvement on each rewrite rose dramatically. A side
benefit of the group work in class, is that the instructor can often meet
with students individually during class. Since many students do not
seem to beable to find the time to come to office hours, thisprovides the
opportunity for one on one instruction. It is particularly effective to
discuss the papers with the students before they revise their work.

Hour exams and the writing assignments are partners in this
course. The papers provide an unpressured, untimed forum for work.
The hour exams provide anin classopportunity for the student toapply
thethinking skills that aredeveloping from the problemsbeing explored
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in class and at home. Generally, the problems are similar to ones we
havedonein class or have been assigned for homework. The questions
require the student to apply the solutions they already know to a
slightly altered situation. In class an important distinction is made
between an answer and a solution. An answer is the appropriate
response to the specific question asked, but a solution includes the
justification for the answer as well as the generalization of the problem
and the resolution of the general problem.

The goal of this course is for the student to learn to explore a
problem in the same manner as a mathematician, not for the students
to learn any particular mathematical fact. This means that the student
must think logically. The study of logic is implemented by having the
students play the games of WFF N'PROOF. This set of games was
developed almost thirty years ago by Layman Allen, a law professor at
Yale University. After the students have completed the set of games,
they have covered about half of the material in a standard symbolic
logic course at the college level. The games also help the students
appreciate the rigor of mathematical proof.

Mathematical Investigationsisanexercisein funformanystudents.
It is often the first time that mathematics is explored as potpourri of
games and brain tcasers. Hopefully, the thought processes that are
used inthisexplorationtranscend the boundary ofany specificdiscipline.

Dr. Kaplan’s main research interests revolve around the use of critical
thinking in the classroom. She has presented werkshops on critical
thinking techniques across the country for audiences ranging from
children as young as six to university faculty.




WHOSE WRITING IS IT, ANYWAY?: WHAT BUSINESS
WRITING STUDENTS CHOOSE TO LEARN AND THEIR
TEACHERS CHOOSE TO TEACH

Philip Vassailo

Introduction: Business Writing and Educational Inputs

Researchers in rhetorical theory continue to focus on the need to
help theirstudentscommunicate successfully in situations they confront
every day (Johnson, 1990; Tobin, 1991; Vassallo, 1990, 1991). From this
literature, business writing teachers can conclude that it is not enough
to have theirstudents read the textbook, write memo, letter, and report
assignments, and discuss current events reviewed in the business
sectionof The New York Times, The Wall Street Journal,or Nation’s Business,
among other sources. They should address the on-the-job problems
with which their students are presently struggling through group
discussion, individual conferences, and writing and research
assignments. The fact that many students come to the business writing
class with a wealth of work experience and a need to refine their job-
specific writing skills has not been overlooked. Odell and Goswami
(1985)and Sides, ed. (1989) have collected volumes on technical writing
in nonacademic settings for teaching professionals, offering insights
into worlds with which they might otherwise be unfamiliar. Many of
thescholarly journals for technical writersand teachers, like the Journal
of Businessand Technical Communication, Business Education Forum, Journal
of Education for Business, and Technical Writing Teacher, are now standard
reading for many teachersand researchers who previously limited their
professional reading to publications like English Journal, College
Composition and Communication, Journal of Teaching Writing, and Written
Communication. Major textbook publishers print new editions of business
writing manuals each year. Businessand technical writing college level
courses are ac much a part of the English Department’s offerings as is
freshman composition. The question persists, however, to what extent
within the constraints of cost-effectiveness and practicality should the
course mirror the business environment? The answer to this question—
perhaps the question itself—impacts on the selection of course format,
content, and materials. More significantly, it raises other provocative
questionsrelated to theideas of teacherauthority and studentexpertise.

Educational Inputs and Foundations of Inquiry

Odden (1990) suggests that assessment of any educational program
must include analysis of its observable elements, namely its inputs,
processes, and outputs. For the purposes of this discussion, the inputs
are the materials, teacher quality, and student background introduced
to the program. Processes refers to the program setting, programcontent,
and teaching quality, all of which will contribute to the learning
experience. The outputs are the measurable changes in student
achicvement, participation, and attitudes and aspirations as a result of
attending the course.
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In a comprehensive study of Habermas’s work in social theory,
Ewert contrasts critical theory from the empirical and interpretive
traditions by noting:

Whereas empirical and interpretive social sciences
describe the world as it is, critical theory tries to
understand why the social world is the way it is and,
more impottantly, througha processof critique, strives
to know how it should be (Ewert, 1991, 346).

In his meditation on social inquiry, Bernstein suggests how the three
theories might work together, conchu 'ing:

When we work through any of these moments we
discover how the others are implicated. Anadequate
social and political theory must be empirical,
interpretive, and critical (235).

It is from this perspective that I wil! attempt to evaluate three essays
about educational inputs, relating their ideas to my own questions
aboutteaching business communication students. My purposeis not to
devise a tidy, irrefutable formula by which teachers can evaluate the
educational inputs influencing their business writing class. Nor isit to
bash articles that I have found instructive and inspirational. Rather I
hope to describe several considerations which I believe should stand
within theboundaries of an analysis of educational inputs by reviewing
what these recent articles have had to say about teaching materiais,
teacherquality,and studentbackground. Inmyanalysis I willintroduce
quantitativeand qualitative data from myown experience as anadjunct
writing instructor over the past three years at Middlesex County
College to recommend that the students’ background be closely
scrutinized beforecommitting the classto the constraintsofaninflexible
syllabus and assignment schedule.

The Computer as a Class Material

The computer has had such a dramatic impact on writing classes,
mine included, that I sometimes forget it is an educational material to
be used, not an educational process. Hawisher and Selfe (1991) engage
in a critical argument about the use of computers in the composition
class. They state:

Aseditors of a journal devoted to studies in computers
and composition, we are most often sent glowing
reports that fail to reconcile the differences between a
visionary image of technology—what we want
computers todo—and our own firsthand observations
ofhow computersarebeingusedin classroomsaround
the country (57).

Computer-assisted writingclassinstructorsresponding to asurvey

108

117




designed by the authors preferred using computers for several reasons,
the most prominent of which were: (1) students spent considerably
more time writing, (2) more peer teaching occurred, and (3) the class
became more student-centered. In a study of ten computer writing
classes, the authors found that a great deal more writing does in fact
take place, butusually at the expense of exchanges between studentand
teacher that could enhance student writing performance and self-
actualization. The authors conclude:

While containing valuable accounts of electronic
writing classes, this conversation fails to provide us
with a critical perspective on the problematic aspects
of computer use and thus with a full understanding of
how theuseof technology can affect thesocial, political,
and educational environments within which we teach
(64).

roleof the com; terinthestudent’slife mustalso be considered. Of the
57 students| have taught in four computer-assisted classes, all but five
had previous experience with computers. More than half of the 187
students I have taught in the past three years own a computer, and
many more plan on purchasing one in the near future. Over 90 percent
have computers at their jobs, and over 75 percent have to use a
computer for writing purposes at least occasionally. While my own
writing over the past three years has been almost exclusively on a
computer, | have had more than a handful of students whose level of
technological mastery was far greater than mine.

The environment in which my students work and learn is a
technological one, one in which much communication was done
electronically (via telephone, radio, and television) long before we
began using computers. The social, political, and educational aspects
of the environment, however, cannot be identified merely by pointing
to the existence of the technology within it. These social sciences are
studies of human action in particular situations and settings, and
writing teachers should understand those situations and settings in
which their students act. But the use of the computer in the classroom
can only help to satisfy the practical needs of students, especially those
who use computers every day at work, or soon will. To discount the
overwhelming presence of the technology is to widen the gap which
Bernstein says exists “between the idea of such a critical theory of
society and its concrete praclical realization” (225). While Hawisher
and Selfe do not advocate the removal of computers from the writir.g
class, their cautionsaboutcomputerinstruction and conferencing fail to
address the practical applications of the technology, at least from my
students’ perspective.

Increasingly,computersarcused in college writing classes, criticism
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notwithstanding. A major concernabout this was voiced by McPherson,
who wrote:

Community rolleges. .. face the possibility of becoming
increasingly dominated by the attitudes and
preferences of the business and technology firms in
their area, of more and more becoming mere
apprenticeship programs for the companies who want
workers trained in the skills their businesses find
useful (147).

Itis difficult to determine, however, whether computer literacy is what
companies demand or what the employee-student demands. Most of
my students already use the computer as their major mode of writing,
Many of them come to school hoping to learn word processing skills.
They sce their supervisorsat work and their professors using computers.
Among themost frequently and fully enrolled coursesin adulteducation
programs are those involving computer use.

Many valid questions persist about how best to use the computer
as a classroom material. Should it be used only for writing, or should
it also be used as the medium for teacher-student conferencing? The
latter would bestbe answered byasking whether computer conferencing
adds to the possibility of discussion and the quality of the discussion
from both the student’s and teacher’s viewpoint, and if it improves the
student’s achicvement in and attitude about writing. Inthe case of my

own class, where the average number of students is only fifteen,
computer conferencing is unnecessary. Where some writers and their
editors or students and their teachers are engaged in regular
communication via modems, the additional writing necessary to
establish a computer “rapport” can by itself help improve the student
writer's achievement and attitude.

Teacher Quality

Stratton(1991) neatly categorizes technical writing coursesinto five
varieties: technical essay writing, technicians’ writing, technical students’
writing, service technical writing, and professional technical writing
(60). He sees “more students enrolled in these courses and the prospect
of fewer and fewer teachers for these courses” (59). To meet this
growing need, he proposes qualification standards for teaching the
courses. The three categories of qualification he sees are education,
work experience, and demonstrated proficiency. He prefaces his
discussion of these categories by writing,

Isuppose the mosthighly qualified people for teaching
technical writing would be those with Ph.D. degrees in
Technical Communication, five to ten years’ experience
as professional technical writers or editors, and a
healthy string of books, articles, and technical
documents written and published (60).
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He suggests that this hierarchy of five technical writing courses should
be matched to a hierarchy of five levels of qualification standards. At
the lowest level, the teacher of the technical writing essay course should
have: (1) fiveyearsteachingexperience, (2)a “demonstrated proficiency™
as a writer, and, most of all, “desire” (62). On the highest level, the
teacher of the professional technical writing course should have:
“outstanding demonstrated proficiency with both technicaldocuments
andscholarly researcharticlesor books; extensiveon-the-job professional
writing and editing experience; primary educational qualifications—a
Ph.D. in Technical Communications or a Ph.D. in a related field plus a
solid science/technology background” (63). With these descriptions
Stratton exposes judgements that “reflect deep ideological biases and
secrete controversial value positions” (Bernstein 228). Onthelowerend
of his proposed qualification standards, any department chair would
have a subjective opinior: of both a teacher’s demonstrated proficiency
and desire. At Middlesex, where the two lowest level courses are
available, whose desire is greater: a part-time adjunct who writes
thousands of pages of documents for private companiesannually, or a
fuil-time professor contributing 50 pages of carefully self-promoted
scholarly research in national professional journals?

On the highest level of qualifications, questions would arise
regarding terms like “outstanding proficiency.” Although Stratton
states a specific number of published pages annually as a guideline, he
relies only on these quantitative terms, Publishing, all professional
writers know, is about knowing how and where to get one’s work in
print, and not about “outstanding proficiency.” For instance, many
writers make a practice of selling two articles that are minor variations
of each other.

In his call “to begin the debate” about teaching qualifications, the
author leaves his readers in a morass of subjectivity that solves no
problems butrecreates old questions which canonly be answered when
thosc in power (chairs of departments and qualifying committees) say
they are,

The debate about what qualities make a good teacher will rage
eternally. Most people entering the debate will agree with Stratton that
a strong mix of education, teaching experience, and subject matter
experience contributes immeasurably to teacher quality. Is this to say,
then, that starting teachers who do not have strength ir: one of these
three areas cannot be expected to do quality work as teachers? 1f not,
then what is to be said of the highly educated and prolific writer who
has never taught? Or the highly educated teacher whoonlyoccasionally
writes? How should I, an MS recipient, a writer with ten years
newsletter writing experience with over two dozen published articles,
and author of technical manuals and corporate brochures, and seven
years part-time teaching experience, be compared to a colleague who
recently returned to the workforce after maternity leave with an MA,
little writing experience, and three years full-time. highly-praised
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teaching experience? Discussion of these qualifications will trigger
evenmorediscussions on the valueof my wriiing experience, the quality
of my written work compared to my colleague’s, and the perceptions
about the equity of our experiences, since my colleague chose to raise
her children during a time that I was cultivating my writing career.
Moreimportantly, if teachers are to be thejudge of studentachievement,
should students take some rele in judging teacher quality? Until more
research is done on how students perceive their teachers as extenders
of knowledge and facilitators of learning situations, enough cannot be
said about what a teacher needs to teach students.

Student Background

In an unusual study, Sloan (1990) cleverly challenges empirical
studics on the variety of errors in the writing of college freshman by
showing that “professional writers, too, violate rules of correctness”
(299). He examines 20 essays totaling 9,374 words by 20 established
writers published in newspapers and pericdicals with 20 college
freshman essays totaling 9,392 words. He uses a specific grammar
textbook as a guide to search for errors in these 40 essays. While the
distribution of errors varied significantly, he found a remarkably
similar number of total errors (192 by students to 171 by professionals).
Misspellings was the arcaof greatest frequency of errors for the students
(there were 38), and triteness was the greatest p